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abstract 
A PHENOMENOLOGICAL DESCRIPTION OF THE PROFESSIONAL 
LIVES AND EXPERIENCES OF 
PHYSICAL EDUCATION TEACHER EDUCATORS 
MAY 1988 
KAY M. WILLIAMSON, B.Ed . , UNIVERSITY OF WALES 
M.A., UNIVERSITY OF VICTORIA 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Associate Professor Patt Dodds 
The purpose of this study was to describe through a 
series of in-depth phenomenological interviews the nature 
and quality of physical education teacher educators' work 
experiences, and to understand the meaning they make of 
their professional Iives. In one of the most important 
reviews on teacher education of this decade, Lanier and 
Little (1986) emphasized that we know very little about 
teacher educators. As pressures are generated by current 
reform proposals for teaching and teacher education, it 
seems appropriate to try to understand as much as we can 
about the people who educate teachers. 
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Phenomenological Interviewing was used to collect 
material about the experiences of 15 teacher educators In 
physical education. Eight women and seven men in early and 
late career stages, from both university and college 
settings (primarily in the northeastern states), were 
interviewed on three different occasions for 60 to 90 
minutes each time. The audio taped interviews were 
transcribed verbatim, producing approximately 100 pages of 
material for each participant. Pseudonyms were used as an 
attempt to protect the identity of the participants and 
their institutions. 
From transcripts, eight to twelve page profiles were 
constructed using the participants' own words. The 
researcher also identified themes which connected the 
experiences among the participants. Thematic descriptions 
included how participants perceived their work tasks, how 
they associated with other faculty, how they related to 
school-based colleagues, and how they interacted with their 
students. 
Major themes from these interviews include 
participants' emphasis on teaching and interacting with 
students as the most rewarding aspect of their work; 
differences between junior and senior faculty members 
views about research; perceptions about the low status of 
physical education; and clear gender differences in 
attitudes toward work roles and salary. 
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CHAPTER | 
INTRODUCTION 
Statement of the ProbIem 
Very few administrative units in American institutions 
of higher education have been the target of such frequent 
attempts at reform as schools, colleges, or departments of 
education (SCDEs)—all based on lack of public confidence, 
the significant absence of supporters in any sector, and a 
misunderstanding of the role of teacher educators. As 
attacks and criticisms of education continue to be 
generated within society (A Nation at Risk, 1983), and 
while reform reports on schools and teacher education 
continue to be proposed (Adler, 1982; Carnegie Forum on 
Education and Economy, 1986; Holmes Group, 1986), It seems 
appropriate to try to understand more about the people who 
educate teachers. 
Over the decades the professional status and social 
value of teacher education has been questioned frequently. 
The teaching profession has "never enjoyed a golden age" 
(Sykes, 1983), and the low status of teacher educators is 
thought by some to have resulted from a clash of cultures 
with regard to the contrasting missions, histories, and 
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roles of university faculty with different specializations 
(Schwebel, 1985). Harsh Indictments have posed as 
descriptors of teacher educators, and stereotypes emphasize 
a widespread disrespect for teacher educators and their 
professional role: 
Few academic stereotypes are as pathetic as that 
of the professor of education. He (or she) Is gentle, 
unInteI IectuaI, saccharine and well-meaning, the 
bumbling doctor of IndiagnosabIe Ills, harmless 
If morosely defensive. He Is either a mechanic (or 
cook, as the picture paints him as purveying 'cook 
book recipes' of pedagogy), or Is the flatulent 
promoter of irrelevant trivia (Sizer & Powell, 1969, 
p . 61 ) . 
The working environment generates few positive 
reinforcements for teacher educators in the USA, and 
negative aspersions about SCDEs permeate the literature. 
For example, after interviewing various faculty and deans 
In different SCDEs, Judge (1982) stated that, "It seems 
unfortunate that the carnard 'schools of education are at 
the bottom of the pile and deserve to be' should be 
repeated so often....It's no great fun to work in pi aces 
that are constantly sniffed at or spat upon" (p. 25). This 
quote is typical of the published descriptions associated 
with the work environment In SCDEs. What is less clear, 
however, is whether this negative view is characteristic of 
how teacher educators really feel about their work. 
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SCDEs 
are described as having a down-trodden Image 
within the university community. but even within SCDEs 
it is suggested that there exists an academic hierarchy. 
Jackson (1975) identified three groups: dI sc IpI InIsts. who 
have an intellectual allegiance and professional Identity 
with a specific discipline, are seen as the most respected 
in the hierarchy due to their affiliation with a 
traditional university subject area; generalists, who are 
concerned with a broad range of educational matters (for 
example educational administration, higher education and 
adult education) are recognized as following the 
disciplinist in the hierarchy; and finally, pedagoglsts, 
who are involved with specific curricular methods in areas 
such as reading, music, art, and physical education, are 
regarded as the least respected of the groups. 
Such categories may be useful in understanding 
subgroups within the SCDEs, but they serve less well in 
describing professors of physical education. Unfortunately, 
it is commonplace for those outside physical education to 
assume that the subject is a homogeneous area populated 
only by pedagogists. Jackson (1975), for example, lumped 
physical education and professors of physical education 
within the pedagogy category. This illustrates how unaware 
many people are of the deep divisions of subject matter and 
professorial roles within the typical university physical 
education unit. Many faculty members in physical education 
prefer to associate themselves with a particular discipline 
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such as psychology, sociology, exercise science, 
kinesiology, or biomechanics rather than be grouped under 
the umbrella term of physical education. 
Given the central role that teacher educators play In 
the public educational system, the research that has been 
conducted on teacher educators and physical education 
teacher educators, while provocative, is extremely limited. 
It seems imperative that we get to know more about teacher 
educators because through modeling, determining the 
curriculum of preservice teachers, and arranging field 
experiences they have a profound Influence on teachers 
entering the public schools. 
SIgnIfIcance of the Study 
This study is significant for the following three 
reasons. First, there is only limited research on teacher 
educators and even fewer studies on physical education 
teacher educators. Compared to the research available on 
other aspects of teacher education such as students, the 
curriculum, and the educational milieu our knowledge 
concerning teacher educators is inadequate (Lanier & 
Little, 1986; Locke, 1984; Troyer, 1986). While numerous 
Individuals espouse their personal perception of those who 
Implement teacher training programs, only a few research 
studies exist in which aspects of teacher educators 
careers and lives are explored (Carter, Griffin, & Bown, 
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1981; Ducharme 8. Agne. 1982; Joyce. Howey. Yarger. Harbeck. 
& Kluwln, 1977; Raths, 1985; Sears 1984). 
With the exception of Metzler & Freedman (1985) and 
Mitchell & Lawson (1984). other studies (Massengale & Sage. 
1982; Stler, 1982) have lumped all faculty within physical 
education units Into a single population. Therefore, the 
proposed study will add both to the literature on teacher 
educators In general and to the limited body of 
Information concerning physical education professors who 
would actually consider themselves teacher educators. 
Second, no studies have differentiated among physical 
education teacher educators employed In various types of 
Institutions of higher education. As teachers are prepared 
In a wide variety of academic institutions ranging from 
large research oriented universities to small colleges, and 
from state to private Institutions, It Is possible that 
there are substantial differences In physical education 
teacher educators' professional lives In such diverse 
environments. Participants for this study were solicited 
from a variety of higher education Institutions. 
Third, methodologically, the data collection 
techniques used to study teacher educators and physical 
education teacher educators have been predominantly mall 
questionnaires and structured Interviews. Often these 
formats draw the participant's attention to specific 
questions designed by the researcher on the basis of his or 
her personal experience. Including biases and 
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Such predispositions about the topic and respondents. 
Inquiry may focus on aspects of work that the participant 
considers trivial or omit perspectives that the participant 
would find most problematic or Important. Researchers* 
methods may have prevented participants from truly 
reflecting their own views. This study Is significant In 
that the use of phenomenological Interviewing allows 
participants to describe and construct the meanings they 
make of their work, rather than to respond to pre¬ 
determined questions or to address topics that are 
important only to the researcher. 
To summarize, there is little reliable Information 
about teacher educators in general, and even less about 
physical education teacher educators. What material Is 
available paints a very depressing and bleak picture of the 
role. Given that both external and internal conditions may 
be creating negative pressures for teacher educators, it 
would be intriguing to discover how the insiders view their 
work. At a time when society is calling for reform of 
teaching and teacher education, it seems important to gain 
more insight into the professional lives of the people who 
prepare teachers. 
Purpose of the Study 
The purpose of this study is to further understanding 
of the complexities of teacher education by exploring 
through phenomenological In-depth interviews the work of 
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physical education teacher educators and the meaning they 
make of their work. As most research to date has been 
restricted to professors In public university settings, 
participants to be interviewed were sought from both 
university and college Institutions. 
Content of the Dissertation 
The following chapters are Included In the 
dissertation: Chapter II consists of a review of literature 
that will connect the reader to the available research and 
information on teacher educators and physical education 
teacher educators; Chapter III is comprised of the methods 
and procedures of phenomenological interviewing; Chapter IV 
is composed of selected profiles; Chapters V, VI, VII, and 
VIII include interpretations of how participants perceive 
their work and relationships within the realm of their 
professional environment; and the final chapter contains 
the researcher's reflections on the findings of the study 
and the process of undertaking the dissertation. 
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CHAPTER I I 
REVIEW OF RELATED LITERATURE 
IntroductI on 
Researchers In education tend to overlook the work of 
teacher educators. Little is known about the values, 
attitudes and motivations of those who are responsible for 
preparing teachers (Lanier & Little, 1986). Criticisms of 
education and reform proposals for the public schools often 
contain indictments of teacher educators. Limited 
understanding of the work of teacher educators, however, 
will hinder the possibilities for reform in either teaching 
or teacher education In the United States. 
Six major themes dominate the current research 
literature on teacher educators: (a) the low status of 
schools of education and teacher educators within the 
Institution of higher education; (b) how teacher educators 
experience confIictlng Institutional demands; (c) the role 
dichotomy of the teacher educator who must play a part In 
both the university and public schools; (d) conflicts that 
emerge among the different faculty groups within SCDEs; 
(e) the degree to which teacher educators feel valued and 
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devalued in their work; and (f) descriptors of the 
personal characteristics of teacher educators. 
Within this chapter the following terms will be used 
consistently to depict different faculty groups: "the 
professoriate” will designate all higher education faculty 
regardless of subject matter specialty; "teacher educators" 
will indicate higher education faculty In SCDEs; and the 
term "physical education teacher educators" will be 
assigned to teacher educators specializing In preparation 
of teachers in that subject field. 
The Status of SCDEs and Teacher Educators and 
PhysIcaI EducatI on Teacher Educators 
Teacher educators experience role conflicts in the 
lives they lead as part of the university community, 
public schools, and SCDEs. The questions of whether the 
university environment is an appropriate place to train 
teachers, and the historical emergence of SCDEs In the 
university are contributing factors to the lack of respect 
toward teacher educators. 
Where to TraIn Teachers? 
Many of the criticisms directed against teacher 
educators and SCDEs focus on whether the university 
environment Is the appropriate place for training teachers 
(Smltheram & HI I I Is, 1974). It seems that teacher 
preparation was an uncomfortable graft onto the already 
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established arts and science model of the university 
(Borrowman, 1965). 
Thousands of teachers, of course, are not trained In 
universities, but graduate from state and private colleges. 
Research devoted exclusively to describing the work 
expectations, status, and rewards of teacher educators In 
these non-university settings is either rare or altogether 
non-existent. Most of the research reviewed In this paper, 
therefore, comes from the perspective of a teacher educator 
in a university. Appropriate caution should be exercised In 
applying the findings from this literature to teacher 
educators in other types of institutions. 
Brief HistoricaI Background of the SCDEs 
By the time the subject matter of education arrived on 
university campuses, the institution of the university was 
almost 700 years old. Education, a field with a lack of 
tradition and no firm disciplinary base or scientific 
underpinning, was thus at worst resisted or at best treated 
with Indifference by other university faculty (Schwebel, 
1985). 
Teaching as a career and as the subject matter studied 
in SCDEs has been the focus for a great deal of scrutiny 
and criticism. Prior to 1870, teaching was considered to be 
the work of men. But after the growth of mass education 
and the entry of women into the workforce, women started to 
outnumber the male teachers. The feminization of teaching 
further perpetuated the low status of the education 
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profession (Apple, 1986; Hofstadter, 1962). Today, In the 
USA, women account for almost 90% of the elementary school 
teachers and 67% of the secondary school teachers (Apple, 
1986). 
Conant (1963) poignantly described the reason for the 
resentment directed toward SCDEs: “...I became aware of the 
hostility of the members of my profession to schools or 
faculties of educatI on....there was no excuse for the 
existence of people who sought to teach others how to 
teach" (p. 1). Conant went on to explain that he had 
learned to teach through experience, and saw no reason why 
others could not become teachers through the same process. 
Thus, four main issues have affected the status of 
SCDEs: (a) the question of whether the university 
environment is an appropriate place for training teachers; 
(b) the recency of the subject matter within the 
university; (c) the feminization of the teaching 
profession, which also involves working with a powerless 
part of society—children; and (d) the view by arts and 
science faculty that teaching can be acquired by 
experIence. 
HistoricaI Background of Physlea I Education 
Teacher Educators 
Before the preparation of physical education teachers 
became associated with the SCDEs, the early teachers of 
physical education originated from the medical field (Rice, 
Hutchinson, & Lee, 1969). The preparation of physical 
education teachers began In the normal schools In the late 
1800s. After World War I, colleges and universities were 
induced to establish programs in professional preparation 
In physical education due to state legislation requiring 
mandatory physical education In the elementary and 
secondary schools (Leonard, 1947). 
In 1924, the first doctoral degree was granted in 
physical education In the United States (Zeigler, 1979). 
The focus of the doctoral degree, however, can be in one of 
many specialized areas in physical education. It was not 
until the late 1960s that graduate work was being 
undertaken in physical education pedagogy in a number of 
institutions. Graduate students from these programs 
primarily went to work in teacher education programs. 
Another stage in the development of the preparation of 
physical education teacher educators has even more recently 
emerged. In the mid 1970s some doctoral programs (the 
University of Massachusetts, Ohio State University, and 
Teachers College at Columbia) started to graduate teacher 
educators who were more concerned with teacher development. 
The primary focus involved working toward a more humane 
orientation where teachers in the schools identified 
problems on which they wanted to work—as opposed to 
pedagogy which was primarily centered on the analysis of 
teach 1ng. 
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The emergence of programs to prepare physical education 
teacher educators Is thus a very recent development. Many 
of the problems facing teacher educators In general are 
also applicable to physical education teacher educators. 
One additional conflict which the physical educator has to 
bear, though. Is their association with sport and play. 
This seemingly ant I-InteI IectuaI affII I at I on can be an 
added burden to attaining academic credibility. 
ConfI leting Institut Iona I Demands 
All members of the professoriate have to fulfill 
institutional demands for undertaking research, teaching, 
service, and professional development. The recognition for 
engaging in each aspect of the professional role, however, 
is not rewarded equally within the university setting, or 
across settings in higher education when including state 
and private colleges as well. 
Research is Identified as the major source of 
recognition in universities and thus teaching is not viewed 
as having equal status in the reward structure. Yet the 
majority of the professoriate state that their interests 
Iie toward teaching, not research (Clarke, 1985; Schuster & 
Bowen, 1985; Sorcinelli, 1985). Teacher educators 
experience similar professional conflicts, their preference 
being for teaching rather than doing research, but their 
role Is complicated by their low status in the university. 
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Imposed University professors face a number of demands 
by a combination of Institutional, disciplinary, 
professional and Individual sources. The rewards of tenure, 
promotion, and professional recognition depend upon the 
degree to which faculty members balance their commitments 
to research, teaching, and service to the university and 
community. Individual preference for emphasizing one aspect 
of the traditional triad, such as teaching, may conflict 
sharply with institutional expectations in other areas 
(Austin, 1986). 
Two recent studies of the professoriate (Schuster & 
Bowen, 1985; Sorcinelli, 1985) document the effects of 
expected institutional and personal work activities on 
faculty in various departments. The recent surge of 
institutional emphasis on scholarly productivity seems to 
have had detrimental effects on institutions historically 
committed to teaching. There is some evidence that the 
stampede to produce publishable research has Increased 
faculty fragmentation and lowered morale. In addition to 
the usual complaints about insufficient time for performing 
all of the required work activities, there is clear 
Indication that practice and theory remain far apart in the 
division of rewards for research, teaching, and service. In 
these studies research Is identified by the professoriate 
as being highly rewarded, teaching is described as having 
only limited recognition, and service is viewed as a 
diversion from scholarship. 
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Although the generalizations of the aforementloned 
studies about the professoriate should be treated with 
caution, professors In different Institutions do face 
varying dilemmas. Clarke (1985) interviewed 170 professors 
in six academic fields and various types of higher 
educational institutions. The areas of physics, biology, 
medicine, and business were perceived to be rich In 
resources, and faculty in these departments indicated they 
led exciting and fulfilling academic lives with little 
teaching and a heavy commitment to research. This 
particular balance of professional priorities In turn 
provided the platform for national visibility and was also 
a dominant factor in their success within the 
institutional reward system. In contrast, state college 
professors had at least 12 contact hours of teaching per 
week, did little or no research, were paid less, and were 
considered to be in second and third rate institutions— 
irrespective of their subject area. In community 
colleges, teaching loads increased to between 15 and 21 
hours per week, with very little time for faculty to 
perform any other academic activities. Moreover, 
administrators in community colleges were perceived to do 
little to support research and writing activities of the 
faculty (Seldman, 1985). 
Teacher Educators In InstI tut Ions of Higher Education 
Within the aforementioned studies of higher education 
there are no direct reports of findings about teacher 
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educators, either in terms of how they perceive their work 
or how they are regarded by faculty In other departments. 
The insights of a recent phenomenological study of six 
teacher educators, undertaken by Weber (1986), however, 
also revealed how teacher educators experience 
"fluctuating tensions of a dual commitment" between their 
students* learning and professional scholarship (p. 27). 
Much that teacher educators must undertake In their 
daily work (for example, extensive field supervision) Is 
not valued in the system of university rewards. Even 
university-based physical education teacher educators 
identify teaching and not scholarship, as the most 
important aspect of the work they perform in their 
professorial role (Mitchell & Lawson, 1984; Rog, 1979). 
The fact that teaching may be more highly regarded in other 
types of Institutions does little to cushion the impact of 
the university teacher educator's collision with 
Institutional priorities. 
SchoIarshIp, Research, and Teacher Educators 
One of the major reasons for questioning the 
professional credibility of teacher educators is the 
amount, type, and quality of research they publish (Fulton 
& Trow, 1974; Gifford, 1984). Even though specific aspects 
of productivity among teacher education faculty remain 
unclear or subject to debate (Myers & Mager, 1985), the 
central conclusions are clear enough—teacher educators 
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produce less research than faculty In other academic 
disciplines (Ducharme & Agne, 1985; Metzler& Freedman. 
1985) . 
Raths (1985) notes. In particular, that teacher 
educators perform very little research In the field of 
teacher education, emphasizing that this lack of Inquiry 
will have serious consequences for the field. There Is 
growing concern that neglecting the study of process and 
content In teacher development will have long-term 
detrimental effects in the field of education as a whole 
(Ducharme & Agne, 1985; Raths, 1985; Wisniewski, 1985). 
Teacher educators are described as being suspicious 
about the applicability of research in undergraduate 
courses (Champion, 1984; Locke, 1987). It seems that 
teacher educators are criticized for not producing research 
and also for not using whatever research is available In 
the area of teacher education. 
Why are teacher educators not engaged In such 
professional activities? According to Ducharme and Agne 
(1985), one reason for a lack of scholarly productivity is 
that a large percentage of teacher educators "went to 
second rate institutions and acquired second rate degrees" 
(p. 8). The hypothesis here is that prospective teacher 
educators simply were not adequately socialized into the 
norms and behaviors of scholarship. 
Another proposed reason for teacher educators not 
engaging in or using research is that many teacher 
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educators spent their early professional lives In public 
school teaching, drifting Into the university environment 
as an unplanned career shift (Carter, 1984). The teacher 
educator continues to be Involved with teachers, children, 
and schools, but under conditions of greater prestige and 
autonomy of time. Fulfilling the demand for the production 
of research and scholarship may be an anxiety-provoking 
experience for many teacher educators. 
The backgrounds of teacher educators may be one reason 
for the reluctance of teacher educators to undertake 
research, but environmental elements also may have 
Inhibiting influences that restrict the pursuit of 
research. Teacher educators are engaged In a variety of 
activities In the academic workplace: teaching, committee 
work, advising, administering programs, field supervision, 
working with students In on-campus clinical practlca, as 
well as research (Myers & Mager, 1985). In the college 
environment, physical education teacher educators 
occasionally have the added commitment of coaching, which 
further erodes the amount of time available for research 
activities. Whatever the environment, teacher educators 
have competing professional roles which determine the 
amount of time that Is available for undertaking research. 
Authors urging teacher educators to be active scholars 
in their field often fall to consider the multiple roles 
and expectations Involved In the education professoriate or 
the Impact of this complexity on attitudes towards 
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research. a pilot study for this In Investigation 
(Williamson, 1987), one teacher educator emphasized that 
she was relieved to be In an Institution which primarily 
valued teaching as she would detest working In a "publish 
or perish" environment. She added that with her present 
schedule she barely had time to fulfill commitments to 
advising, teaching, and committee work. 
UnI vers Ity and Pub IIc School Dichotomy 
This section examines the dichotomy that is 
represented In the distinctly different role expectations 
present within the university and public school 
environments. The teacher educator "Is expected to live in 
two alien and antagonistic cultures at the same time. The 
cultures of the public schools and the universities share 
little In values [and] goals..." (Allison, 1985, p. 2). 
Public school teachers expect teacher educators to be 
expert teachers, practical, and interested in specific 
problems of the classroom/gymnasium. The university, 
however, expects teacher educators to be knowledge 
generators, theoretical, reflective, and Interested in 
general problems of the field of education. 
Studying teaching Is considered more prestigious than 
being a teacher in the public schools (Sizer, 1974). The 
differential prestige between the job of a teacher educator 
and that of a teacher is a potential source of 
Interpersonal tension for people whose work demands that 
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they cross from one milieu to the other. Teacher educators 
often are resented by teachers who perceive them as 
residing In an Ivory tower where they can safely remain 
Ignorant of the realities of the public school. 
Teacher educators must work closely with their 
colleagues In the public schools; at the same time they are 
required to study and critique schooling so that It can be 
improved. It is not surprising that teachers therefore 
find It difficult to decide whether to trust professors. 
Ivory Tower Percept I on 
Teacher education programs have been criticized often 
for being Irrelevant to the actual practice of teaching 
(Awender & Harte, 1986; Friedman, Brinlee, & Hayes, 1980; 
Thom, 1979). This Ivory tower perception Is sustained by 
many teachers who criticize professors for being out of 
touch with the current realities of the public schools 
(Friedman et al., 1980). 
Various authors have suggested that what is being 
taught In SCDEs has little Impact on the subsequent 
teaching behaviors of undergraduate students (Gifford, 
1984; Sizer, 1974; Zelchner & Tabachnlck, 1981). The 
Intimation that cooperating teachers have more influence on 
student teachers than the content of teacher education 
programs undermines the relevance of theory and thus raises 
questions about the professional credibility of the teacher 
educator. 
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Another criticism Is that teacher educators are not 
always exemplary teachers. There Is much evidence that In 
their work with undergraduate students their methods of 
Instruction are poor (Awender & Harte, 1986; Fuller & Bown, 
1975). The craft of being a teacher educator and a good 
teacher are highly visible and subject to Irrenedlate 
evaluation. In particular, undergraduate students are 
likely to notice in the classroom whether or not teacher 
educators "practice what they preach". This discrepancy has 
serious consequences at several levels. Failure to 
exemplify expertise lowers credibility and thereby 
influence. At the deeper level of hidden curriculum, 
however, such failure may teach that theory and practice 
need have no direct relation. 
In contrast, Ducharme and Agne (1982) argued against 
the prevailing stereotype of teacher educators as out of 
touch with the public school situation. Their data show 
that 70% of teacher educators had previously held full time 
teaching positions. When their background was combined with 
supervisory and Inservlce assignments, the authors found 
little reason to believe the education professors were 
removed from the practicalities of the school situation. 
Perhaps the question now should be whether the length 
of time teacher educators have been away from active 
teaching In the public schools makes any difference in how 
they perform as teacher educators. More particularly, does 
prolonged absence from direct participation In the teaching 
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role at a school site risk Insulation from changing 
realities of public education? 
Intra-departmentaI ConfI let In SCDEs 
This section includes a discussion of the 
differentiated Job roles that occur among teacher educators 
in schools of education. The different perceptions that 
individuals have of their role in the school of education 
can be the cause of Intra-departmentaI conflict. 
DescrIbing the Work of Teacher Educators 
The faculty within SCDEs can be categorized into 
various groups depending on the functions they perform in 
their work. Ducharme and Agne (1985) used the labels of 
pack animals, facilitators, and academicians to describe 
the work of teacher educators. Jackson (1975) identified 
disc IpI inIsts, generalists, and pedagogists. Regardless of 
specific terminology, it is clear that there is a 
professional hierarchy within SCDEs. This results in a 
status differentiation which can be a source of resentment 
producing individual and group conflicts. The groups are 
seen to "...inhabit three quite different professional 
worlds... [and to] ...form at best an uneasy alliance" 
(Allison, 1985, PP. 66-67). 
in Jackson’s (1975) definition. professors of physical 
education were all placed within the pedagogical category. 
This emphasizes the lack of awareness In an outsider’s 
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perspective concerning the deep divisions of subject 
matter and professorial roles within the typical university 
physical education unit. Many faculty members In physical 
education prefer to associate themselves with a particular 
dI scipI ine such as psychology or biomechanics rather than 
be grouped under the umbrella term of physical education. 
To be regarded as pedagogists, and thus be linked to 
schools, play, and children is perceived by some physical 
education faculty as less prestigious than being associated 
with their sub-dI sc IpI Ine (i.e., sports psychology, sports 
administration, exercise science, or motor learning). 
It might seem reasonable to Identify professors 
specifically Involved in working with prospective and 
experienced physical education teachers as pedagogists. 
Even among the physical education pedagogists, however, who 
seem to be the lowest of the low, there prevails an 
implicit hierarchy of status connected with what the 
physical education teacher educator is responsible for 
teaching. This Is based on two different status sources: 
level and subject content. 
Teaching pedagogical courses at the graduate level 
would be the apex of the status hierarchy, whereas teaching 
undergraduates is considered the work of less important 
people. Within the undergraduate level, however, teaching 
theory courses Is perceived as being a more intellectual 
(and therefore prestigious) undertaking than being involved 
with the instruction of skills courses (Williamson, 1987). 
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Thus, 
and even within the categories that Jackson (1975) 
others have identified, there exists a potential source of 
conflict among subgroups of physical education teacher 
educators. 
Age of the Facu1ty 
A second common source of Intra-faculty conflict within 
departments of education and physical education Is 
associated with the difference In age and experience of the 
faculty (Fralelgh, 1985; Sears, 1985). A general trend Is 
that universities are becoming more aggressive in promoting 
research and scholarship (Schuster & Bowen, 1985). Complex 
forces such as pressures to upgrade quality of faculty in 
SCDEs, a surplus of applicants for professorial positions 
In a buyer's market, and genuine reemphasis on the 
university's role in producing knowledge have resulted in 
employing young faculty with strong research backgrounds, 
whereas many senior faculty lack such interests and 
preparation. Dissonant characteristics can cause antagonism 
to flare between the age groups (Sears, 1984). 
In physical education, the 1970s were the beginning of 
a period in which younger faculty were far more involved in 
research than previous generations. The Image of the 
physical educator as a coach or glorified teacher was 
unacceptable to many faculty members who Insulated 
themselves from the taint of such associations by 
Identifying wIth the Ir own sub-dI sc IpI I nary areas such as 
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sport sociology, sport psychology, exercise science, motor 
learning, and even teacher education (Zeigler, 1986). 
FacuIty Re I at Ions and Impact of Profess Iona I 
PreparatIon Program on Preservice Students 
Discussion so far has centered on conflict among 
faculty, but positive collegial Interaction can have a 
desired influence on the impact of the professional 
preparation program on preservice teachers. Graham (1987) 
observed that programs which have a high impact on physical 
education students are characterized by faculty working as 
a cohesive unit to prepare students, developing a network 
of colleagues In the public schools, and teaching in the 
schools—thus gaining student credibility and demonstrating 
desired teaching procedures. 
The implications of Graham's work emphasize that 
agreement among physical education teacher educators is 
important in determining the impact of the professional 
preparation program. This gives some Indication that 
teacher education programs can make a difference in the 
professional lives of preservice teachers. 
Factors That Make Teacher Educators Feel VaIued and 
DevaIued in Their Work 
The previous sections of this literature review have 
addressed how the teacher educator and physical education 
teacher educator are viewed within the university 
26 
environment, how they are perceived by many public school 
teachers, and how they are regarded by sub-groups of 
peers within departments of education. This section 
examines the research which describes how teacher educators 
themselves feel about their work. Research on Job 
satisfaction and dissatisfaction Is one area of Inquiry 
that illuminates what makes teacher educators feel valued 
or devalued in their work. 
Job DIssatIsfact I on 
Research on the professoriate has produced a long list 
of "dIssatIsfIers" for those involved in an academic career 
in higher education. Different investigators tend to find 
similar sources of job dissatisfaction: low salaries, poor 
facilities and equipment, heavy teaching loads, lack of 
recognition, student and collegial apathy, many tasks 
coupled with little time, uneven distribution of rewards, 
and strained Interpersonal relationships with peers 
(Diener, 1984; Onuoha, 1980; Schuster & Bowen, 1985; 
Sore IneI I I, 1985). Studies of teacher educators indicate 
similar findings (Myers & Mager, 1985). 
There Is little research on which to base any 
assessment of the degree to which physical education teacher 
educators feel valued or devalued in their work. Although 
Metz Ier and Freedman (1985) did not Include direct 
questions about satisfaction, the unsolicited comments of 
respondents suggested that many were skeptical about their 
public Image. There were frequent complaints that the 
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public needs to be educated on the benefits of physical 
education and that physical education teachers should be 
paid a higher salary. Mitchell and Lawson (1984) also 
reported that physical education teacher educators stated 
low pay, and a lack of congruence between personal 
perceptions of their job and institutional expectations 
produces faculty dissatisfaction. 
Interviews with physical education faculty and 
undergraduate students also reflect concern about the poor 
public image of physical education. Goc-Karp, Kim, & 
Skinner (1985) Interviewed 56 physical education majors and 
10 faculty about their beliefs, expectations, and 
perceptions of physical education. When asked If they 
believed that physical education was seen as a waste of 
time In the community, 67% of the students and 60% of the 
faculty agreed with the statement. A second question about 
whether physical education teachers were perceived as equal 
in status to other teachers, revealed that only 34% of the 
students (and 60% of the faculty) stated that they were 
equal. Thus, physical education students, taught by 
professors whose own self esteem is in jeopardy, are 
exposed to signals which erode esteem even before entering 
the profession. Preservice teachers may also learn to 
defend their egos by blaming the teachers in the schools 
for falling to deliver better programs and thus devaluing 
the profession. 
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Job Satisfaction 
Research on the professoriate In general emphasizes 
that faculty experience satisfaction from recognition, 
achievement, and the content of their work (Onuoha, 1980). 
Dlener (1984) Is more specific in describing attributes 
of Job satisfaction to include student growth, personal 
growth, and Intellectual stimulation. Extrinsic rewards 
are associated with the flexible schedule and the autonomy 
of the classroom. 
The findings from research for teacher educators are 
similar to those for the professoriate in general. Faculty 
rewards are related to two dominant themes: rewards from 
student and colleague Interaction and rewards from inquiry 
activities and an inquiry atmosphere (Plihal, 1986). PI I ha I 
also notes a change in the importance of rewards over the 
career span of the faculty associated with pursuing 
different challenges, such as moves from the importance of 
undergraduate teaching to being involved in research 
projects. 
Physical educators In the university environment are 
also more satisfied with the Intrinsic aspects of their 
work (Higgs, 1986). One problem with the literature on job 
satisfaction and dissatisfaction among physical educators, 
however, is that researchers rarely discriminate between 
findings about the faculty in the different subdisciplines 
of physical education. 
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In 1979, Rog attempted to examine physical education 
faculty who were Involved primarily in teacher education. 
Results indicate that the source of most satisfaction Is 
teaching. Likewise, In a pilot for this study (Williamson, 
1987), Intrinsic rewards made teaching undergraduates 
especially significant to all participants. Recognition In 
terms of representation on departmental and college 
committees was also identified by the participants as a 
source of Job satisfaction. 
Character IstIcs of Teacher Educators 
This final section describes the biographic details of 
teacher educators and physical education teacher educators 
and what they do In their work. Although there Is little 
available evidence about characteristics of teacher 
educators. Information is slowly accumulating. Three major 
reviews of the literature on teacher educators have been 
conducted by Allison (1985), Lanier and Little (1986) and 
Troyer (1986). 
Questions have been raised about why so little research 
has been conducted on teacher educators. One explanation Is 
that perhaps teacher educators are afraid of the outcome of 
such Investigation In that criticisms may prove to be well 
founded, or that knowing the results may in some way 
further exacerbate the difficulty of being a teacher 
educator (Troyer, 1986). A second explanation may be that 
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no researchers have been Interested In teacher educators as 
a group worth studying because of their perceived low 
status In the university setting. 
BIography of Teacher Educators 
Research studies seem to be quite consistent In their 
portrayal of the characteristics of teacher educators. The 
following composite biographical description of teacher 
educators Is taken from research studies conducted by 
Carter, Griffin, and Bown (1981), Ducharme and Agne (1985), 
and Joyce, Howey, Yarger, Harbeck, and Kluwin (1977). 
Typical teacher educators are white males, who hold 
the rank of associate professor, graduated from "second 
class" institutions and taught in public schools close to 
where they grew up. The typical pattern of professional 
experience is that nine out of ten faculty have an average 
of ten years experience in the public schools and that 
teaching experience was the most important factor In hiring 
for their present position. Few engage in scholarship: on 
average they publish one article every three years. They do 
work hard, however, spending between 40 and 70 hours per 
week engaged in professional work. 
Counelis (1969) reported that proportionately fewer 
doctoral degrees were held by teacher educators than by 
faculty members in other departments in the university. 
More recently, however, Clark and Guba (1977) found that 
the number of doctorates in schools of education was 
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that comparable to other departments. One might predict 
this proportion has risen even higher over the last few 
years. 
Biography of Physical Education Teacher Educators 
There Is limited research on the characteristics of 
physical education teacher educators. The main limitation 
Is that research conducted on physical education faculty 
does not discriminate among faculty pursuing different 
aspects of physical education. Consequently, faculty 
identified as physical educators within a study could be 
involved with human kinetics, kinesiology, sport studies, 
human movement, or sport administration and not be 
accountable for the preparation of physical education 
teachers. Research on the broad spectrum of physical 
education faculty (including teacher educators) has been 
conducted by Stier (1982) and Massengale and Sage (1982). 
Only Metzler and Freedman (1985) and Mitchell and Lawson 
(1984) have directly addressed physical education teacher 
educators In their research. Collectively, the findings 
from all four research studies produce a sketchy and often 
contradictory picture of physical education faculty. 
Stier (1982) mailed questionnaires to physical 
education faculty In 220 randomly selected small colleges 
and universities (the useable return rate was 65%). The 
term “small" was applied to institutions that had 2,500 and 
fewer undergraduate students. Apparently, no attempt was 
made to limit the study to physical education teacher 
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educators. reporting the findings, Stler did not I n 
differentiate the results for race or gender. He stated 
that 68% had five years' teaching experience In the public 
schools and held a Master's degree, 6% held a doctoral 
degree, 46% were hired primarily to coach, 47% were hired 
primarily to teach, while 7% were hired with an equal 
emphasis on coaching and teaching. 
Massengale and Sage (1982) attempted to determine if 
there was a relationship between departmental prestige and 
career mobility patterns of college physical educators. 
Data were obtained from university catalogues and bulletins 
on 795 faculty in 58 institutions. Again physical 
education departments were surveyed globally, rather than 
making a distinction among those responsible for the 
different aspects of physical education. The 
characteristics of faculty members were described as 
foI Iows: 
Sex of facu1ty: Ma 1 e 66.8% 
Fema1e 33.2% 
Facu1ty rank : 1nstructor 1 . 1% 
Asst. Prof. 28.3% 
Assoc. Prof. 27.4% 
Professor 42.4% 
Not Ascertained 0.8% 
Type of Degree Ph.D. 64.3% 
Ed .D. 29.1% 
P.E.D. 4.7% 
Not Ascertained 2.0% 
Metz Ier and Freedman (1985) attempted to describe the 
typical physical education teacher educator. Faculty who 
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eIementary identified themselves as l or secondary 
specialists in The Physlea I EducatIon Go Id Book were 
targets of the study. From the 1,034 possible candidates. 
374 faculty were randomly selected and mailed a 
questionnaire (171 faculty responded, a 46% return). The 
researchers found the typical physical education teacher 
educator to be female, aged in the mid 40s, ranked as 
assistant professor, and equally as likely to have or not 
have the doctorate. The professional experiences of these 
physical educators include low publication rates (3.7 
refereed and 1.9 non refereed articles during their entire 
career), long tenure at their current institution, and a 
heavy time commitment to professional activities (averaging 
60 hours per week). One of the observations made by Metzler 
and Freedman Is that physical educators function in an 
isolated social unit away from other colleagues in teacher 
education. Caution in interpretation is advised, however, 
since this latter fact was deduced by noting that physical 
education teacher educators subscribe to professional 
journals associated with physical education rather than 
teacher education. 
One of the main weaknesses of the study by Metzler and 
Freedman (1985) is that the results cannot be described as 
portraying the “typical" physical education teacher 
educator when the facts were drawn from a very limited 
population (only 17% of all elementary and secondary 
33 
spec I a I I sts I 1sted In The Phys1caI EducatI on Go Id Book). A 
second weakness Is that data on physical education faculty 
In colleges and universities have been put together. 
Finally, a 46% return rate without attention to response 
bias leaves a I I the findings somewhat suspect. 
From the Stier, Massengale and Sage, and Metzler and 
Freedman studies, it seems that there are obvious 
differences in the qualifications of the faculty between 
the schools with prestigious graduate departments and the 
small colleges and universities without or with only 
limited graduate programs. There are over 1,400 
Institutions which prepare teachers in the USA, and the 
results from these three studies highlight the differences 
in academic qualifications of the faculty. One might ask if 
there are discernible differences in the quality of teacher 
education programs In universities, and colleges, given 
these differences in faculty background. 
A study by Mitchell and Lawson (1984) provides the only 
other data specifically concerning physical education 
teacher educators. Fifteen subjects (4 females and 11 
males) from university settings were interviewed using a 
structured questionnaire. Five conclusions were reported: 
(a) 11 of the 16 respondents had no formal training in the 
teacher education areas that they controlled; (b) personal 
and institutional role orientations often conflicted; (c) 
the respondents were very traditional In their perceptions 
of successful public school physical education programs; 
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more (d) the biography of teacher educators Is 
influential socialization factor than formal education; and 
(e) faculty want to have an Impact on their students and 
yet their own formal education has had little Impact on 
their own views. 
SocIoeconomIc Status of Teacher Educators and 
PhysIcaI EducatI on Teacher Educators 
The biographical details of teacher educators reflect 
that the majority come from the lower to middle socio¬ 
economic groups (Carter, Griffin, & Bown, 1981; Ducharme & 
Agne, 1982; Fuller & Bown, 1975). This point was 
underscored in a major review of research on teacher 
educators published by Lanier and Little In 1986. The 
authors were persuaded that the social class backgrounds of 
teacher educators are likely to cause conformist 
orientations and utilitarian views of knowledge. If true, 
this may account for teacher educators having difficulty 
adjusting to the academic environment of the university. 
The social class origins of teacher educators and their 
supposed academic ramifications may account for some 
aspects of recent teacher education reform proposals. The 
Holmes Report (1986), chaired by Judith Lanier, whose 
concerns about the limitations imposed by the class origins 
are well documented in the review noted above, calls for 
parallel reform In both teaching and teacher education. One 
of the main thrusts of the Holmes Report in accomplishing 
such reform Is that all teachers should have a liberal arts 
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degree and then enter the teaching profession at the 
graduate level. 1 n terms of practical Impact on the 
workforce, this proposa1 may represent an attempt to 
improve the academic credibility of both teachers and 
teacher educators by screening out a larger proportion of 
recruits with blue collar origins. 
Research on physical education teachers (Kenyon, 1965) 
and physical educators in higher education (Rice, 1985) 
indicates that the largest percentage came from lower 
middle and middle class homes. In the previously noted 
pilot study (Williamson, 1987), two of the four 
participants indicated that they were from "poor families". 
Both of these participants went through college on 
scholarships, taught In the public schools, and only later 
drifted into teacher education. All the participants In the 
pilot study emphasized that they were dedicated to teaching 
and showed little affinity for tasks involving research. 
Summary 
Research on teacher educators in general is slowly 
accumulating, particularly over the last 10 years. Yet 
there are still gaping holes In the literature regarding 
physical education teacher educators: only two studies have 
focused on them directly. Other studies have lumped all 
subgroups within physical education units into a single 
population to which most members feel only slight 
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affiliation. Further, no studies have differentiated among 
physical education teacher educators employed In various 
types of Institutions of higher education. As teachers are 
prepared in a wide variety of Institutions, one wonders 
how different It may be to a physical education teacher 
educator In such diverse environments. 
A review of the research literature on teacher 
educators paints a gloomy picture of the work of preparing 
teachers. One is left still asking at least three 
questions: (a) why Is the literature so depressing—because 
of the confining research methodologies employed to gather 
data? (b) how do researchers' own perspectives or political 
agendas influence participants' views of the positive or 
negative aspects of being a teacher educator? and (c) do 
teacher educators themselves actually perceive their work 
In the same somber terms as reported in the literature? 
The methodologies used to collect information on 
teacher educators and physical education teacher educators 
tend to be mailed questionnaires. Beyond simple demographic 
and descriptive job analyses, different research 
methodologies are required to provide the opportunity for 
teacher educators to reconstruct the details of their work 
and to reflect on its meaning. Teacher educators must be 
encountered in face to face forms of Inquiry If we are to 
learn about the quality of their professional lives and 
their perceptions of the role. 
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A recent book-length study of the lives of faculty in 
the community college (Seldman, 1985) employed 
phenomenological Interviewing to collect data on the 
faculty. The resulting profiles and themes emphasized the 
power of in-depth interviewing. One reviewer stated, “l 
know of no other work that presents the complexity of the 
[community college] faculty role with such clarity and 
sens 111vIty....The book presented a unique, powerful, and 
insightful view of the world" (Clowes, 1987, p. 241). The 
same interview technique would be appropriate for use with 
physical education teacher educators. Given the present 
lack of understanding of their professional lives, the 
"thick descriptions" generated by such research procedures 
seem particularly attractive. 
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CHAPTER I I I 
METHOD 
Introduct1 on 
The purpose of this study was to describe through a 
series of in-depth interviews with physical education 
teacher educators the nature and quality of their work 
experiences and to understand the meaning they make of 
their professional lives. A qualitative procedure was used 
to gather the information. 
Qualitative research is an emerging paradigm 
encompassing many data gathering techniques. Qualitative 
data consist of (a) detailed descriptions of situations, 
events, and people; (b) direct quotations from people about 
their attitudes, beliefs, and experiences; and (c) excerpts 
from historical documents. Researchers may use one or a 
series of techniques to collect information. In this study 
only phenomenological interviewing was used. 
Taylor & Bogdan (1984) emphasized that the 
epistemological assumptions underlying phenomenology are 
central to qualitative research. The common thread running 
through all qualitative methods is the researcher's attempt 
to describe and understand reality from the perspective of 
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the participant. In this phenomenological study, the 
perspective of the participant will be presented by using 
the participants' own words to present pertinent 
Information concerning the work and experiences of physical 
education teacher educators. 
A second underlying assumption of qualitative research 
is that the participant and researcher Interact and 
influence one another: "knower and known are inseparable" 
(Lincoln & Guba, 1985, p. 37). The phenomenological 
Interview process chosen for this study maximizes face to 
face interaction in which there Is "the fullest condition 
of participating in the mind of another human being" 
(Lofland & Lofland, 1984, p. 12). 
A third underlying assumption of qualitative research 
is that there is no single reality. Reality Is constructed 
from the meaning-context of our lived experience, and thus 
there exist multiple realities. The exact nature of an 
individual's meaning-context cannot be grasped by another 
person; we can only perceive an individual through the 
context of our own lived experience (Santilll, 1987). This 
concept is explained by Schutz (1967) who stated. If I 
could be aware of your whole experience, you and I would be 
the same person" (p. 106). 
As my construction of reality differs from that of the 
participants, one of the cautions about this study is that 
my own biography will have affected the way I interacted 
with the participants In the Interviews and how I 
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interpreted the way each participant views the world. It Is 
important In a phenomenological study that the researcher's 
biography is available to readers (Darroch & Silvers, 
1982). In an attempt to Inform readers of this 
dissertation about possible personal biases (at least those 
of which I am aware) that may influence my Interpretation 
of data—I have included a biographic account of my life 
history, a description of the work I undertake, and the 
meaning I make of my past and present experiences in 
working as a novice physical education teacher educator 
(see Appendix A). 
I also tried to monitor my own biases throughout the 
data collection period by using a peer debriefer. Three 
peer debriefing sessions were arranged to provide the 
opportunity for an Independent person to cross-check my 
biases when reading selected interview transcripts. These 
sessions enabled me to share my perceptions of how my 
biases may have Influenced my reactions in and to 
IntervIews. 
The rest of this chapter is divided Into the following 
explanatory sections: (a) the participants, (b) 
phenomenological Interviewing, (c) working with the data, 
and (d) establishing trustworthiness. 
Participants 
For the purposes of this study physical education 
teacher educators were defined by the researcher as 
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faculty who specialized In the preparation of preservice 
physical education teachers. Initial contact was made by 
the researcher, but prospective participants had to fulfill 
the following criteria to be included In the study. First, 
participants had to define themselves as teacher educators 
as opposed to defining themselves as having their primary 
affiliation with another sub-discipline of physical 
education (l.e., biomechanics, sports psychology etc.). 
Second, they had to be involved in one or preferably more 
of the following activities related to the preparation of 
physical education teachers: teaching a course In methods; 
teaching elementary or secondary curriculum; teaching a 
skills activity which stresses the progressions of how to 
teach and develop specific skills and games (e.g., 
badminton, swimming, team handball); supervising student 
teachers; organizing and supervising cI In1caI/fIeId 
experiences; or teaching any other course directly related 
to the preservice preparation of physical education 
teachers. 
Fifteen participants (eight women and seven men) who 
worked in different types of higher education institutions 
were Interviewed. All the part IcI pants were white; there 
are very few physical education teacher educators in the 
northeastern states who are from diverse racial or ethnic 
backgrounds. An attempt was made to interview a balanced 
number of Junior and senior faculty, but the final group 
of consenting participants was predominantly experienced— 
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^ the 15 faculty had been Involved In some form of 
teacher education programs for 15 years or more. 
Constraints of time and money dictated that 
participants were selected primarily from the northeastern 
states of the USA. One participant from a western state, 
however, was Interviewed during a week long conference. The 
pseudonym, gender, level of experience, size of 
institution, and type of institutional affiliation of the 
participants are listed in Appendix B. 
Access 
Access to participants was gained through personal 
contacts and peers in the field of preparing teachers In 
physical education. Participants were contacted by 
telephone to ask if they would take part in the study. 
Directly approaching the participants myself, rather than 
obtaining access via an intermediary, helped to establish a 
relationship of trust—a necessary development for the 
phenomenological interview process (Seidman, Sullivan, & 
Schatzkamer, 1983). 
To establish an equitable relationship between 
participant and researcher, it was important to be exp I icit 
about the nature of the study (Seidman, Sullivan, & 
Schatzkamer, 1983). At the time of contact I explained to 
the participant how the information was to be collected, 
processed, and used. If the participant agreed to take 
part, a written contract, also functioning as the required 
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human subject consent form, was forwarded before the first 
Interview. The participant had time to review the consent 
form before the participant and researcher went through the 
form together during the initial meeting. All the 
aforementioned matters concerning the study were described 
In the consent form (see Appendix C). 
It was Important that the participant read the consent 
form In detail and understood both the nature of the 
subject matter to be discussed and the Interviewing 
procedures before beginning the interviews. This helped 
the participant and the researcher to focus on pertinent 
matters and reduced the possibility of repeating details In 
each of the interviews. The usual human subject consent 
stipulations followed for the University of Massachusetts 
were adhered to, including the right for participants to 
withdraw from the study at any point in the investigation. 
Phenomenological InterviewIng 
The method of phenomenological Interviewing was used to 
describe the experiences of physical education teacher 
educators. The framework of phenomenological interviewing 
was devised by Seidman, Sullivan & Schatzkamer (1983), 
based on a suggested interview format by Schuman (1982). 
The basic assumption of phenomenological interviewing is 
that the meaning a person makes of his or her experience is 
accessible only on reflection. The set of three interviews 
is based on a theoretical perspective described by Schutz 
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(1967), 
... meaning is merely a special way in which the 
subject attends to his [or her] lived experience; it is 
this which elevates the experience Into action" (p. 215). 
Thus, the way people reflect and make meaning of their work 
is critical to the way they undertake their work. 
The purpose of phenomenological Interviewing Is to 
provide a way for participants to reconstruct their past 
and reflect on the meaning they make of their experience In 
their work. Through this process we may better understand 
how physical education teacher educators define and respond 
to major issues they face in teacher education. 
Three interviews, each between 60 to 90 minutes in 
length, were conducted with every participant. The 
interviews were spaced from three days to a week apart. 
Due to my travel arrangements, however, and/or the 
participant's own schedule, this time phase between 
interviews was not always possible. The interviews were 
undertaken between mid June, 1987, and early October, 1987 
(see Appendix D). 
Each interview had a specific focus based on an open 
ended question or statement. In the first interview the 
participant was asked to reconstruct how he or she became 
a physical education teacher educator. This interview 
established an autobiographical context for understanding 
the participant's experience as a physical education 
teacher educator. The second interview concentrated on what 
the participant's work as physical education teacher 
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educator was like. The final Interview Involved the 
participant reflecting on what their work meant to them. 
The Interviewer framed the Interview by saying, "Given what 
you have said about your life up until you came to work In 
this Institution, and given what you say about your work, 
how do you make sense of your work In your lIfe?" The three 
Interviews formed a cohesive description of the experiences 
of a physical education teacher educator. 
Thus, In phenomenological Interviewing the Intention Is 
not to get answers to specific questions when Interviewing 
the participants. The Interviewer's main role was to frame 
each Interview in reference to the specific focus and to be 
an active listener (Seidman, 1985). The Interviewer asked 
the participant to expand or clarify various points which 
they chose to discuss within the framework of a particular 
Interview and constantly monitored how well the 
participant stayed with the focus of a specific Interview. 
Work Ing With the Data 
Figure 1 depicts each major step in data collection and 
Interpretation. All the interviews were audio taped and the 
tapes transcribed verbatim onto computer diskettes. The 
resulting transcripts of three Interviews totaled between 
70 and 100 pages for each participant. The researcher has 
attempted to protect the anonymity of the participants and 
their institutions by using pseudonyms in the transcripts. 
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Intermediate products produced by data reduction, analysis 
and Interpretation, and all written or oral reports from 
the study. 
Miles Horton (1987) emphasized that, "Experience Is the 
richest source of Information we have access to." The data 
from the Interviews relay the experiences of physical 
education teacher educators and the meaning they make of 
their experiences. The data were used In two ways: (a) to 
create profiles of the participants, and (b) to Indicate 
themes that were common among participants. 
Prof I 1es 
The profile of a participant was developed by 
repeatedly reviewing the transcripts from all three 
interviews and highlighting compelling parts that seemed 
closely related to the experiences of a physical education 
teacher educator. Trying to define the essence of 
"compe I I Ingness" proved to be a challenging task. Based on 
advice and suggestions from faculty, the Investigator 
offers the following concepts to illustrate some 
preliminary dimensions which seemed to make excerpted 
material compelling: 
1. repet 111 on -. the participant talks at length and 
frequently about a particular Issue; 
2. omIssI on: conversely, the participant is uncomfortable 
about discussing certain issues; 
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3. emotI on: the emotional tone, facial expression, and 
body language of the participant can depict a 
compel I Ing Issue; 
4* contradIctI on: the participant may present 
Information that seems contradictory; 
5. conf Met: Issues that the participant tries to 
confront and overcome In their experience; 
6. surprIses; something unexpected, novel, or strange 
expressed by the participant. 
Certain pieces were selected from the transcripts that 
I can only describe as being Intuitively exciting to me, or 
as Barrltt, Beekman, Bleeker, and Mulderlj (1984) aptly 
describe these events In the material as being "those 
moments that fly up like sparks from the description" (p. 
6). Once the most gripping excerpts were taken from a 
participant's three interviews, these were put together to 
form a rough draft of the profile which reflected the 
background, experience, and meaning that the participant 
made of their work as physical education teacher educator 
(Seidman, et al., 1983). 
Because oral speech often contains syntactical 
Inconsistencies and superfluous material the researcher 
edited the excerpts slightly to enhance the flow of the 
final draft profile (Seidman, 1985). Such changes were 
acknowledged by using brackets around the words not 
actually used by the participant. 
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The profiles were given to Independent readers to 
provide feedback on how they perceived the professional 
life of the participant, the flow of the material, and the 
length of the profile (see Appendix E). This procedure 
provided me with the opportunity to discuss Information and 
themes emerging from the material, to reflect on the 
construction of the profiles, and to clarify material that 
seemed unclear to the independent readers. I then submitted 
all profiles to the committee chair and selected profiles 
to other committee members for their respective feedback 
and advice before sending each one out for the participant 
to review and comment upon. 
Themes 
The second major data interpretation mode was to 
Identify common themes among the participants. Sections of 
the transcripts that show patterns across participants were 
labelled and marked as themes became apparent during the 
analysis of data. Again the actual words of the 
participants from the transcripts are used to illustrate 
how various experiences among faculty members are 
connected, such connections constituting the thematic 
mater I a I. 
EstabIishing Trustworthiness 
The appropriate choice of research paradigm hinges on 
considering the specific context and research question 
50 
being asked rather than deciding about the Intrinsic 
rightness of a particular mode of Inquiry (Morgan & 
Smirclch, 1980; Patton, 1986). Whatever paradigm Is used as 
a framework for conducting Inquiry, the researcher Is 
obliged to verify the credibility of their processes and 
conclusions (Lincoln & Guba 1986; Miles & Huberman, 1984). 
Lincoln and Guba (1985) proposed the terms credibility, 
transferability, dependability, and confirmability as 
relevant techniques to assist the qualitative researcher In 
establishing that their results are trustworthy. These 
criteria were implemented in this study, and what 
follows is a discussion about how this was achieved. 
CredlblI Ity 
The trustworthiness of a study, in part, is determined 
by the extent to which the reader perceives the results as 
credible Lincoln and Guba (1985) describe various 
techniques to assist the researcher in producing findings 
and Interpretations that may increase the possibility of 
establishing credibility. Some of the suggested techniques 
that are applicable to phenomenological interviewing 
include (a) prolonged engagement with participants, (b) 
peer debriefing, and (c) member checks. 
Pro Ionged engagement. This procedure ensured that 
there was sufficient time for the researcher to test for 
misinformation and to establish a relationship of trust 
with the participants. In this study, trying to be as 
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explicit as possible concerning the nature of the study 
upon initial contact and through written material (see 
Appendix C for researcher-participant contract) helped to 
create the Initial feeling of trust between the participant 
and researcher. Interviewing participants for between 60 
to 90 minutes on three separate occasions helped to reduce 
the possibility of distorted accounts. 
Peejr Debr I ef I ng . This technique was used as a second 
means to estabIIsh credIbII Ity. The appearance of any 
researcher bias in gathering and processing data can be 
identified by a disinterested peer who reviews both 
selected transcripts and personal logs. 
In this study, a committee member agreed to review 
selected interview transcripts during the time of data 
collection and to provide a critique of my interview 
technique in relation to the research design. This also 
provided an opportunity to discuss my personal reactions to 
the interviews. Lincoln and Guba (1985) cautioned about 
using committee members as peer debriefers, in case the 
candidate holds back for fear of being judged incompetent. 
The committee member who agreed to fulfill the 
aforementioned function, however, was a consultant on the 
committee only for the period of data collection and did 
not present a serious risk with regard to that concern. 
Other committee members also met with me on a more 
Informal basis to help me work through any concerns I had 
about the interview process. 
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A second approach to peer debriefing was used for this 
study. A small group of University of Massachusetts 
doctoral candidates who were also using phenomenological 
Interviewing or other qua I Itatlve procedures for their 
dissertations met at least once a month, for a period of 
eight months, to discuss ways of displaying data and 
analyzing the material, and to express thoughts and 
feelings about the dissertation process. 
Member Checks. This procedure is used when the data are 
returned to the participants and this occurred In two ways 
in the study. First, at the beginning of the second and 
third Interviews, participants were asked if they had 
anything to add to the previous interview. Second, I 
returned the profiles to the participants (see Figure 1). 
When selecting pieces from the transcripts for 
profiles or prevalent themes among participants, Seidman 
(1985) recommended using three questions when choosing 
material: "(a) Is the material fair to the participant? (b) 
Does the material preserve the participant's dignity? (c) 
Is the material selected for the profiles or for quotation 
an accurate reflection of the interview as a whole?" (p. 
24). Each of these criteria was employed when constructing 
profiles and selecting themes, but I wanted to ensure that 
the participants themselves felt comfortable about the 
selection of the material for the profiles. I mailed the 
participants' profiles with cover letters (see Appendix F) 
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and asked them to return their profile with their written 
response. 
The purpose of returning the profiles was to check for 
congruency between the researcher's outside perspective of 
the participant's world view and the participant's Inside 
perspective of their own life. I did not intend to change 
any of the analytic products or interpretations as a result 
of participants' responding to their profiles, but when the 
profiles were returned I was faced with having to make 
some alterations in the profiles. Where participants had 
added comments to the profile I italicized the words or 
letters. The views of the participants concerning their 
profiles are presented In the final chapter of this study. 
TransferabI I Ity 
The assumptions underlying qualitative research make it 
impossible to generalize results in the classic scientific 
sense (Lincoln & Guba, 1985; Patton, 1986). Instead, 
qualitative data generate a "thick description" (Geertz, 
1973) which permits Interested readers to relate their own 
experiences to that of the participants or context 
described. 
In this study "thick descriptions" will be presented 
In the form of profiles and common themes among 
participants. These will permit readers to recognize 
parallels to their own situation. 
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Dependab1 I 1ty 
The dependability of a qualitative study Involves 
evaluating the overall research design. The techniques 
suggested to assist the researcher to establish 
dependability, however, are not well adapted to this design 
based on phenomenological interviewing. 
As a means of enhancing the perceived dependability of 
the study, I kept a log with entries made after each 
telephone conversation for initial contact and after each 
Interview. The log contained my personal reflections on 
both process and content of the interviews. This 
Information was to be reported In the appendices of the 
dissertation, but due to the length (approximately 75 
pages) and sensitive nature of the content the log will be 
available only to my committee members. 
ConfIrmabI I Ity 
An audit trail involves the presentation of data that 
lead to the conclusions of the study and is a major 
technique used to establish the confirmability of the study 
(Lincoln and Guba, 1985). The following materials helped to 
document the confirmability of this phenomenological 
Interview study: 
1. raw data—the verbatim transcripts typed from the 
audio tapes of the interviews; 
2. data reduction and analysis products from the 
working transcripts In the form of intermediate 
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categories and lists generated to arrive at the 
final profiles and common themes; 
3. data reconstruction and synthesis—in the form of 
the profiles constructed from actual words of the 
Participants and common themes; 
4. process notes—from the written log during the 
entire data collection and both formal and Informal 
peer debriefing sessions; 
5. materials relating to Intentions and dispositions, 
i.e., the consent form and the dissertation 
proposal provide information about the intentions 
of this researcher; 
6. Instrument development information, e.g., the four 
pilot interviews constitute Instrument development 
In the sense of practicing this specialized 
Interview technique and some of the material 
recorded in the log relates to the processes 
of conducting this study. 
The dissertation committee were the primary audit team 
In terms of establishing the confirmability of the study. 
Regular meetings were also held with the committee 
chairperson, providing the opportunity to monitor and 
confirm the various stages of the data gathering and data 
interpretation processes. 
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FoI lowing Chapters 
Chapter IV consists of nine selected profiles. Chapters 
V, VI , VII, and VIII present themes which embody how the 
participants perceive their work and relationships within 
the realm of their professional environment. I have 
attempted to use excerpts from the six participants whose 
profiles do not appear in Chapter IV in the four thematic 
chapters as an attempt to reduce the possibility of 
repeating material and to provide a wider variety of views. 
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CHAPTER I V 
SELECTED PROFILES 
This chapter contains prof Iles of nine of the 15 
participants. The prof Iles were selected to show a variety 
of experiences of men and women, in junior and senior 
faculty positions, at both colleges and universities. By 
providing varying profiles depicting the experiences of 
physical education teacher educators, it may be easier for 
readers to connect their own experiences to the stories of 
the participants. 
The selection of these profiles does not mean that the 
remaining six are any less important, but a choice had to 
be made when deciding how to present the material. As 
mentioned earlier, the material of the participants whose 
profiles are not in this chapter dominates the four 
chapters following the profiles. For interested readers, 
five of the six profiles that are not included are 
aval I able upon request. I have decided not to include one 
of the six profiles for public perusal in order to 
protect the anonymity of the participant. 
The profiles are divided into three main groups. The 
first four profiles are of the younger faculty: Greg Evans, 
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Jane Thompson, Richard Williams, and Harry Emery. The 
second group of profiles consists of three senior women: 
Yvonne Jones, Ruth Palmer, and Kathryn Fields. Readers may 
notice the sharp contrast In beliefs about physical 
education between Harry and Yvonne. The last profiles are 
of two senior male faculty: Brian Duggan and Ian Green. 
Themes in all interview transcripts relating to the way the 
participants perceive their work, their interaction with 
other faculty, their relationships with cooperating 
teachers and the public schools, and how they describe 
relationships with students will be discussed further in 
the following four chapters (V, VI, VII, and VIII). 
Prof I Ie *1: Greg Evans 
Greg Is In his 30's. As a college freshman he 
considered becoming either a minister or a physical 
educator. He graduated In physical education and taught at 
the elementary level. After being In the public schools for 
a few years, Greg left to do a Master's degree. After 
completing the degree his teaching position had been 
filled. He was offered his present position which Is 
teaching physical education at a large state university. 
I finished my Master's and all of a sudden my 
[teaching] position wasn't there. I was upset, [but at] the 
state university a faculty member [was going on] leave for 
one year to work on her doctorate. Dr. Thomas said, "Would 
you be Interested in the position?" So I jumped at the 
chance. They asked me to teach the two sections of the 
elementary course and supervise the student teachers. At 
the time my feelings were, gee, here I am an elementary 
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Phys. ed teacher and a I I of a sudden I’m teaching at the 
college level. It was a great opportunity, [but I thought], 
I don't know If l can do this. 
It was a one year position, [and] every year they'd 
say, “We really like what you're doing. Would you stay 
another year?" I was pretty happy about that, and this went 
on for seven years. 
We hired Bill [and he] was really a big influence on 
me. He was the first person who brought in pedagogical 
research. He [gave] me articles [to] read [which I] really 
enjoyed. He introduced me to a movement book which I 
implemented into my classes and that was exciting. He also 
showed me how to teach students instead of lecturing to 
them; [to] break them down into groups and have them think 
on their own. Maybe there's different levels that a 
university teacher goes through. I was probably at the 
lowest level coming in and saying, "Here's the 
information." [I] brought in all the pedagogical research I 
could and tried to implement that in my classes. 
I was financially hurting, and it came to a head one 
day where another instructor came and said, "Greg, we get a 
$700 increase." And I said, "That's great, but I don't know 
If I get that." So I went and spoke to somebody in finances 
and they said, "She gets it because she's a lecturer and 
was always going to be a lecturer. You don't get it because 
you're an instructor [and] can advance to Assistant 
Professor, but you have to have the doctorate." So I was no 
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fool. I said, “Boy I want to earn that $700 dollars, so 
I'll go back and spend $20,000 getting the doctorate! 
I applied to a southern school, [but] my GRE*s were too 
low. So I appI led to another school, and went down for an 
interview. Jason [a faculty member at the doctoral 
institution] said, "You're accepted.- At the time I said 
[to Dean Thomas], I'm a little leary about doing this. The 
GREs said I didn't have the ability to do this and maybe 1 
don't. So 1 hate to make this commitment. 1 also had some 
interests in going into higher administration, like [being] 
a principal. So Dean Thomas said, “Maybe you should take 
some administration courses here." So I called up Jason and 
said, I'm not coming down this year [for my doctorate], 
maybe later on. 
As soon as I was in those administration classes I 
thought, “This is a mistake. All these people are 
frustrated teachers who want more pay." And I'm thinking. 
Maybe that's me. Maybe I would like to have higher pay 
too. This is not right." 1 took the course [though], and 
did we II in it. 
I was the only physical education person in [the 
administration class]. I remember some of them giving me a 
hard time like, "Who wants to teach P.E.? It's like 
recess." And "You're a recess teacher; anybody could do 
that." I had some ideas that I brought up in class about 
the importance of P.E. it was almost like [when] I started 
speaking, they would listen, and when it was over they 
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would go back to their [own] Interests. I said, “This Is 
ridiculous, l don't enjoy this at all. May be I would like 
to get back Into pedagogy. | can make more of a difference 
by training good teachers, supervising them and holding 
them accountable In the public schools. We can make some 
changes there. Go to the principal's and superintendent's 
associations and make some presentations about what P.E. 
really is. We can teach skills and we are important." 
I got In contact with Jason [again] and he said, "Well 
we do have an ass Istantship If you're Interested in it." 
[It was] scary. I put a lot of pressure on myself because I 
thought, I have public school experience, I have taught in 
college for seven years, and I really want to do well here. 
One of [my] problems was I had a family and it was hard 
doing all the teaching that and the ass IstantshIp required. 
Because I had taught before, they gave me the 
responsibility of the elementary methods class, and put a 
graduate student with [me whom] I had to guide. That was 
intense. Then they were giving me 12 hours of courses [to 
take]. 
Now I'm back [in my present position] and everything is 
finished except the dissertation. Right now I teach 
Elementary Methods and I'm in charge of student teaching. I 
take my class out to a school for ten Thursdays. I teach 
and the students watch me. I make mistakes out there too 
and [the students will] say, "You didn't do this." So they 
[too] can pick things out, which makes it kind of 
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neat [then] I have [behaviors] to work on also. They do 
observations and give me feedback. Then the students teach. 
We design a lesson in class. We practice It; then we 
implement It [at the elementary school]. 
The public school teachers are great. They see me as a 
practitioner from the university who comes down to the 
schools and works with the students. The kindergarten 
teacher came in and said, "I've been watching your classes. 
Would you work with my students? This is exactly what [they 
need]." That [makes] me feel really good. 
I also teach [an elementary course for non P.E. 
majors]. This course Is really Important because It gives 
me a chance to really express to the classroom teacher the 
importance of P.E. The first day we usually have a 
discussion of what P.E. was like? What do they remember? A 
lot of them remember it as long lines, embarrassment, and 
everybody laughing because a student couldn't do chin ups. 
I tell them that, "P.E. doesn't have to be that way. And 
[I'm] not going to teach you that type of P.E." 
I [also] really encourage them to get involved with 
P.E. If [their school] program is not good [I tell them], 
"Don't be happy with it. Make changes, make 
recommendations; you can do it in a positive way because 
P.E. is Important to your students. Some [students in the 
class] do change in their attitude and come up and say, 
"I'm thinking of changing my major; I would like to go Into 
P.E." That's exciting. [But] some attitudes are already 
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established and students take this course because they have 
to and don’t see the purpose of P.E. — I get very frustrated 
[at] that. 
I also teach Methods of Teaching. it's a generic 
teaching course required for all our majors [in] the 
sophomore year. During the last cycle [of the class] they 
are video taped, that's part of their final. They're 
required to go home and code the tape and then come In with 
me Individually and we sit and spend about 45 minutes going 
through their tape. [I have] 32 students, [so] it takes a 
lot of time plus Saturdays. I sometimes have students come 
In on Sundays. 
If somebody who's really interested in teaching has a 
poor tape. It's my responsibility to let them know that 
[they're] going to have to improve over the next couple of 
years. It gives me a chance to talk to them individually, 
which I think is really good. They also start 
understanding who I am too. That I'm there to help. 
[As] I was gone for three years [doing the doctorate], 
the freshmen and sophomores didn't know [me], and not many 
people came to my door. Now more people are coming just to 
say hi, and to sit down and talk. 
Often you end up being a counselor with students. I 
think that's really important. I've had students calling up 
on Sunday afternoons. For example a student said, "I really 
need to talk to you." This was [on] my wife's birthday, 
which was kind of bad because I wanted to be with her. But 
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I said, l*|l be down the office at such and such a time. 
He said, "My father's an alcoholic and he's beating up my 
mother and my sister." I said. Do you have money to get 
home? He [said], " I have enough money, but I need somebody 
to tell people I won't be in class. What do you think I 
should do?" 
There are certain crises I'm not trained to handle like 
this one. So [later] I took him over to the counseling 
center, and said. I'll stay with you, but I think you 
better talk to somebody who's really trained in this area. 
If your door Is not open to talk to the students I think 
you lose credibility. [The] church is very important to me, 
and maybe that's the minister aspect coming out. [If 
students] need some help; you can at least Iisten to what 
they're saying. 
My role as a supervisor is to hold students accountable 
for what's being taught in their undergraduate classes. 
They have a I 1st of competencies I expect them to be able 
to accomplish. I have high expectations of my students. 
When I go out to do supervision I also represent the 
university, so I really make an effort to say hello to the 
principal, and I really try to work with my cooperating 
teachers. My cooperating teachers are really Important to 
me because If students are doing something wrong—I need to 
know. 
The rapport has really developed [with the cooperating 
teachers]. When I first came out it was like, "Who's he? Is 
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he going to be a know-lt-all from the college?- I've been 
talking to them and they feel free to say. -Have you 
thought of doing this In your classes?" They're more 
willing to sit down and I'll say. here's an observation 
system. Let me show you how It works. If they don't want 
to try it they don't have to. [but] they're more willing to 
try. A lot of the teachers are former students. It's really 
great because we can really sit down and talk. They're my 
friends I go over to their house and they come over to my 
house and that's exciting. 
I've been telling my student teachers this year, the 
ones [that] got jobs, I'd like to talk to them in April 
about some of the difficulties of the first year teaching. 
If they have problems beforehand [I want them] to contact 
me. I don't want to lose contact with them. 
My service activities [include going] out [to] 
establish elementary P.E. curricula. I'm going to [a 
school] in a town an hour away [next semester], for 10 
Thursdays. I learned from talking to the teachers that they 
wanted a curriculum which teaches kids skills. They don't 
want just games that [they] can play with [their] students 
which really made me feel comfortable. Boy, I'm 
enthusiastic [and] can't wait to go up there. 
If we want to get promoted we have to do research. I'm 
new to this area, [and I don't] have anything published by 
myself. After the dissertation, hopefully something will 
come out of that. I feel very comfortable in the teaching. 
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advising, and service areas. I've done a lot of 
presentations and worked with the special Olympics, but the 
research—that's a scary part for me. There are so many 
different methodologies, and I'm afraid l'|| set up some 
methodology that's not very strong. But I would like to do 
research that's tied in with my work: with the elementary 
P.E. majors, teachers out in the field, and the cooperating 
teachers. But how to go about it? You're Involved so much 
in teaching. [I] don't want to get into a research project 
that Is way over [my] head. 
It s difficult teaching three courses, supervising 
student teachers. Then we're also starting to develop a 
Master's program, and that wiI I be another course in the 
evening. And [I] want to do outreach programs and I'll be 
gone until eight o'clock Tuesday and Thursday nights. 
There's not enough time in the day, because you also need 
time to mark and grade papers. So 1 have to grade things on 
Sunday nights . That's just part of the job. Then the other 
phase comes In that 1 do have a fami1y This is not my 
who 1e IIfe— 1 do have a fami 1 y and that's the most 
important thing to me. 
There's on 1 y so much you can do. And 1 think the 
unI vers 111es have to rea1ize that. 1' m not going to be 
pub 1 IshIng three articles a year wh i 1 e 1'm teaching three 
to four classes a semester, have 30 advisees. and 
supervIsIng student teachers, p 1 us teaching summer 
classes. But 1 wou1d hate to get to a point where 1 don' t 
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advance because l*ve only published one article a year. 
I'm not Involved with very much committee work, yet 
except in our department. My evaluation came back last 
semester, [and said] very distinctly to get the 
dissertation fInI shed—don *t worry about committee work. 
In fact they told me I was doing too many presentations at 
the [physical education] state convention [and] at the 
state convention for principals and superintendents, going 
down to Georgia for the national convention, writing 
reports for NCATE, [being] on the search committee for a 
new faculty member. I thought that was positive. In a sense 
they realized the main thing Is to get the dissertation 
done. But then I was nominated for the peer review 
committee. I haven't received anything back. Maybe they 
felt It's ridiculous to nominate the person they Just told 
not to be on so many committees. 
I'm stI I I on an Instructor's pay scale until I finish 
the doctorate. That upsets me, because I think of all the 
time I spent In school, I worked my way through school, 
took the crumiest, but highest paying jobs I could, and now 
I look back and I don't make much money. So I have to 
teach an evening course, because It provides extra pay and 
the inservice position Is extra pay also. [I get] $1,200 
to teach a course for 15 weeks. I thought it was a mistake. 
I [didn't] think that was very much. But it wasn't a 
mistake—that was the sad thing. [But] if you think about 
It too much you're going to go crazy. You can think of 
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different ways to make money, but It's all extra and that 
takes time away from your family; and that bothers me. That 
Is the saddest part and the only criticism l would have of 
this Job. 
But then religious-wise, I know that materialistic 
things are not really Important. If something happened to 
my daughters or my wife—they're alI healthy. so that's 
really important to me. It's like on the one hand l think, 
boy 1 would like to have higher pay, but yet things could 
be worse, a lot worse. And that brings me back in focus a 
lot of times. 
It's really good to get up in the morning and go to 
work. It's exciting here because we're talking about a 
graduate program. We're talking about outreach programs. 
There's not enough time in the day to accomplish 
everything. Last week, I was sitting here [working]. Here 
it is summer. It was six o’clock. My wife calls and says, 
"Are you ever coming home?" And in all honesty my watch 
broke and I said, I didn't even know what the time was, 
and I'll be right home. I really enjoy what I'm doing. 
What upsets me—it looks sometimes like we're a dumping 
ground for the athletes. Some of them unfortunately come to 
the university because they just want to play sports. And 
they're the people that give the poor image [to] P.E. I had 
a hockey player a couple of years ago. I called him into my 
office and said, "You're not doing the job Dale." And he 
[said], "Greg, let's be honest, I'm never going to teach 
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and I'm going to be a and coach. My parents are fishermen, 
fisherman. I'm Just here to play hockey for four years on a 
scholarship. That's It. I'm never going to teach.- I said. 
I'm glad to /earn that because I don't really want you to 
teach. I couldn't write you a recommendation, and l 
wouldn't want you working with my kids either. So we 
tried to find him some courses that were beneficial for his 
career. 
There seems to be a stigma that goes with P.E. that you 
can't be too bright, and why would anyone want to be a P.E. 
teacher? The students hear this in the dormitory, "Well how 
hard Is it to take an archery class? Oh you've got a rough 
one today, volleyball or racketba11." But you have to stand 
up In front of a group of people and you have to teach 
this. It's not playing it—it's teaching it. 
That's the bad side of P.E. But we have a lot of 
students who are really interested in teaching, who really 
work hard. They're the ones that go to our state 
convention and it's great to sit down and have a beer with 
them. They're so excited to hear what's going on. They 
want to know what we're doing—it's almost like an 
extension of your family. The kids come over, they stop in 
and see you. You see them at Christmas, Homecoming, and 
hear what they're doing. It's really, really neat. That 
makes It all worthwhile. 
I have certain limitations. It's the same with my 
students. I can preach and I can encourage them to do 
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It's things, but I can't hold them to It when they leave, 
like my kids I can teach them certain things at home, but 
I'm not going to be with them all the time. Hopefully my 
majors are doing the right thing. if they need help—I'll 
be there. 
When the semester Is In session, you work your tall 
off. And then the summers are nice, but honestly there 
weren't too many days 1 didn't go up to the office this 
summer. Either to work on the dissertation or to work on 
syI IabI. I I ike what I'm doing. I feel I ike the classes are 
my classes, and I run them my way. And I want them to be 
really good. I like getting evaluations from my students 
that say, "Hey, this class was one of the best classes I've 
ever taken." That makes me feel good. 
Right now the dissertation's got to get done. I would 
like to do a little more research. I would like to do some 
studies out in the public schools—get them published. I 
would like to do more inservice work with teachers. I would 
like to advance up the scale; the highest I can go. I would 
like to be an associate professor or full professor. And I 
would eventually like to get tenure. Right now I'm very 
happy with pedagogy and teacher training. 
I think I do influence a lot of people's lives. AM 
those teachers I work with, and I think my motivation and 
enthusiasm comes out for my field. In turn, a lot of my 
majors are enthusiastic about their field. They go out and 
teach elementary kids. I touch my majors' lives and I'm 
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I Ives. I feel l'm 
touching a lot of elementary kids* 
important. My Job Is really Important. The only way it 
bothers me Is how It affects my wife and kids. I like my 
position here. When I see other people and they ask what I 
do I'm proud to say. I teach P.E. [and] I'm a pedagoglst. 
So I feel good about that. 
Prof I Ie *2: Jane Thompson 
Jane is in her 40's. She taught high school physical 
education and was then asked to teach physical education at 
the college level. But after three years her position was 
cut back and so she had to leave. She obtained four part- 
time jobs in different colleges, before taking her present 
position in a large college. 
I was doing four part-time jobs at four different 
colleges. Adjunct work is almost as bad as substitute 
teaching except the kids don't treat you like garbage. When 
you're a substitute teacher, and I did that for a while, 
the kids treat you like a sub-human, but when you're an 
adjunct, college students treat you as if you are a human 
being at least. But you're never a part of the department. 
You're always listed as 'staff' in the catalog. You get a 
pittance for teaching, and there's no fringe benefits. 
Then I got really sick of driving from school to 
school, eating my lunch in the car, and my husband told me, 
"You know what you make as an adjunct?” he [said], "I don't 
care how many schools you drive [to], or what you make, 
[but] If you look at your expenses and travel Iing and al I 
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that sort of stuff, you just about break even." When he 
told me, I was so discouraged. I didn't think It was that 
bad. I mean I know I wasn't making a lot. but I thought I 
was at least contributing to the good of the household, but 
nooooo. So I really started reflecting on, what am I 
doing? I don't want to spend the rest of my life driving 
from school to school and having nothing to show for It. I 
considered reapplying for public school Jobs and lying, 
saying I didn't have my Master's, I didn't have all of this 
experience. That's stupid, I said, you are who you are; 
you have this experience. Well, if you're going to go on 
for your doctorate, maybe now's the time to do It and then 
look for a college position. 
After I finished my doctorate one of the things I did 
want to do for the first time in 13 years, I wanted Job 
security. I wanted to be in one place long enough that my 
name wasn't 'staff*. I wanted to go to faculty meetings, 
participate as a member of a department, instead of Just 
being a person that runs in and runs out. I wanted a real 
job. 
I interviewed for this job and didn't hear from them 
for over a month. I found out later that they offered the 
Job to somebody else who turned it down. So I wasn't even 
their first choice, but at that point I didn't care. 
I've been working at this college for three years. I 
teach most of the teacher education courses in the 
department, the student teaching seminar, that the students 
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Who are actually out In the schools student teaching take, 
[and] a graduate course. 
I also coordinate advisement for all the majors In the 
department, as In distributing students to faculty members 
for advisement-In actuality [this] doesn't work. since 
doing advisement Is not anywhere in the faculty load. They 
don t get compensated for It, so there are quite a few 
members of the faculty who just say, "I won't do that." And 
then there are some faculty members who say, "Well I won't 
do ft ,f so and so isn't doing It." So I just end up 
advising hundreds of students. I get two credits release 
time for coordinating. You don't get any release time for 
the actual advising which is what I spend 90% of the time 
doing. 
I'm also coordinator of teacher education for the 
department, because the woman who was doing it got mad at 
the chairman last year and told us that she wasn't going to 
do It any more. I get one credit for that; It's a lot of 
paperwork. What it has to do with is keeping track of the 
students in our department.... The other part is to assign 
supervisors to student teachers before they go out, to 
explain their responsibilities, [to] make sure they know 
what they're supposed to do, and [to] handle any problems 
that come up with the student teachers and the supervisors. 
So I get one credit release time, which is a joke because I 
spend more time on the teacher education stuff than I do 
on coordinating the advisement stuff....I kind of like 
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having that responsibility because I picture at least that 
eventually, theoretically, l should have some control over 
those things that I care about. Right now I don't have 
control over anything. I'm still trying to figure out what 
I'm doing because I was never trained for this. They Just 
told me I was doing it, and the woman who stopped doing it 
was so mad that she wouldn't even tell me what she was 
doing. She Just handed me the files, and I had to figure It 
out for myself. She was out to screw the chairman and all 
she did was screw me. 
In a way I don't mind the teacher education stuff, 
because eventually I want to get a handle on who goes where 
to student teach and who's supervising them. Right now what 
happens I s student teaching supervision Is assigned on the 
basis of facu1ty load, who has room In their schedu 1 e. So 
you have these people that don' t care about student 
teachers, that know nothing about what's going on I n 
teach 1ng, or research on teaching. or education. or 
anything In physical education; and they're out supervising 
student teachers because there's room on their schedule. 
In past semesters, I have had student teachers to 
supervise. Once I took on the coordination of the teacher 
ed., plus the coordination of the advisement, and all the 
courses they gave me [to teach], there wasn't any room to 
give [me] student teachers. I would have liked 
[supervising the students teachers], because I would have 
felt that I had a little more control. If I have them In 
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methods. and then supervise them student teaching, and 
have them In the student teaching seminar, then I've got a 
little bit of control over what they’re thinking. 
What happens to a lot of them Is the treatment is 
strong when they’re with me, and then It kind of gets 
weakened when they get out Into the schools because as 
student teachers and as new teachers they've got to 
survive....! would like to make my treatments stronger, 
adding the field component to the methods class, getting 
more control over where they student teach, who supervises 
them, getting hold of those cooperating teachers and 
getting them tuned into what I'm emphasIzIng....So when 
they go out on their own it wasn't only one person, that 
crazy person Jane...there were a whole bunch of people, and 
not only people at the college, but people in the schools 
that were saying the same thing. 
There are a whole lot of things that just take time to 
set up that I haven't had time to do, mostly related to 
preparing for my courses; and the other area that I haven't 
even touched has to do with, we're supposed to be 
publishing. Well you can't publish unless you have 
something to write about. And I'm kind of interested in 
doing some research.... I ' d love to do some in inservice, 
working with experienced teachers, but until I get myself 
out Into the schools, I mean I've got to make the 
contacts. I've got to have time to build that up, and I 
haven't had the time to do that. The chairman keeps 
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refunding me. -You've got to get those publications out.- 
So the fact that I've gotten three good ones out since I 
started working there. I think It's actually a minor 
miracle. 
I like what I do, which Is one of the reasons I keep 
doing It. I kind of feel thankful that I picked something 
that I get such a kick out of-As long as I'm teaching 
something to somebody; in essence I don't really care what 
,s* 1 guess It's teaching that I like. I started off 
wanting to do that when I was pretty young, and I don't 
know why I did. It's just fun; and if I'm having a bad day 
or lessons don't go the way they should, there's always 
something I'd pick out and say: "Oh that was really neat; 
I'm glad that happened." It's such a thrill. 
I don't remember having this burning desire that I 
must educate teachers. It was just [that] I wanted to spend 
my life teaching. If they weren't going to hire me to teach 
elementary P.E., well hell. I'll go get another degree and 
they can hire me to teach teachers how to teach elementary 
P.E. — I don't care. 
I find something very enjoyable about [teaching] a 
course and deciding, "Well what should students get out of 
this?" And then sitting down and planning ways of 
presenting the material....! love to experiment. Every 
time I teach a course I try something different: let's see 
If this works better; let's see if that works better. And 
then Just getting some responses from the students...where 
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they come out and say, “Wow that was really good.- or -| 
really learned a lot today." or "You made that very 
clear." That's nice. It keeps you going...., ,,ke the 
process of teach Ing....To me It's a real challenge to walk 
In there and try to get them excited about what l want to 
do that day and get them all Involved-Sometimes I leave 
a class and say, ugh, that was really awful. And then 
what I do Is Just go back to my office, and I try to think 
about where did It go wrong, what happened, why didn't It 
work? And then make plans [for] when I teach the lesson 
again, how am I going to do it differently? 
I always have this thing In the back of my mind, this 
little burning quest I on,...and that Is am I really making 
any difference at all? I mean I spend a lot of time and 
effort planning these courses and all these 
experiences;...and I say, is it really making a difference 
at all? There are some times when you look at what goes on 
in the schools, although I haven't been out to visit 
graduates with whom I've had contact; but I've seen 
graduates from this college out there and they look like 
most of the other teachers, doing the same old thing. So 
this nagging thought that maybe what I'm doing doesn't 
amount to a h I I I of beans, and I'm really wasting my time. 
Occasionally that bothers me, but I don't know whether this 
is good or bad, I Just have so much fun doing what I'm 
doing. In essence I say, so it doesn't matter. I had a 
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good time, and the students In class kind of have a good 
11 me. 
I like the relationship I have with the students 
because most of them I think feel comfortable. They kind 
of come In my office and plunk down and start talking about 
anything from what's going on In their personal life. Just 
how they're doing in their courses, or If they're having a 
problem with an assignment that 1 talked about In class. 
I resent the amount of time I spend on advisement, but 
when a student comes Into my office and says, "I'm really 
confused. I don't know what I'm supposed to be doing next 
semester, or how am I going to fit it into my student 
teaching?" I'll never send them away. I can't do that, 
because It's not their fault that I had the work dumped on 
me. 
There's Just a lot of frustration associated with what 
I'm expected to do in relation to what I want to do. Since 
I haven't had the experience working full time in this 
kind of position somewhere else, I don't know whether this 
is Just the way the profession is in general, or this is my 
life at this Institution....! moan about not having enough 
time, being dumped on....But regardless of whether It's 
specific to this college or whether it's some generic 
problem. It's just terribly frustrating. It has to do with 
getting mixed messages. "We want an excellent teacher 
education program. We want to make a difference." This is 
the message that you get—sort of the mission of the 
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department. Fine, meanwhile they want me to teach a full 
load of Casses. plus do what I think Is an exceptional 
amount of administrative work. for which I-m not 
compensated. Plus I'm expected to publish articles. 
I’m not the only one that’s dumped on. Everyone has the 
potential of being dumped on. and people kind of react In 
different ways. For the most part, as I can see. they’ll 
tolerate all this dumping until they get tenure, and then 
they say: "Stuff it, give It to somebody else. I don’t want 
this." And you’re not so concerned with pleasing the chair 
or pleasing the dean. You're not running around saying, 
"Here I am. I'm one pawn doing everything I'm supposed 
[to]." One specific example of a fellow who did not have 
tenure when I started working here had gotten tenure when I 
was there, and I saw a change In this guy. It was really 
sad, because he was a guy who [was] really kind of open, 
warm, helpful, and when I went to ask him for help at the 
advisement the second year I was there, I was really 
swamped, I said, "Would you do some advisement?" He said, 
“No I don't want to do that." I said, "Hell I don't want to 
do it either, but I can't do it all." He [said], "Well 
sorry I don't want to do it." So there are some people that 
react like that, and the most extreme reaction is where 
they'll tell you, "There's nowhere written in my contract 
I have to come to your committee meeting; it's not written 
that I have to do advisement." 
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There are some peop I e that w I I I do some stuff, that 
they think Is Important....[but] they're kind of selective. 
There-s only maybe one person in the department who Is 
really good. and she'll do whatever she can....she'I I take 
on responsibilities; she's a real contributor to the 
department. because she cares. She's an exception because 
she's had tenure for a long time. She's kind of my Idol. My 
one big fear is that when I get tenure is that I'll turn 
into what some of the other guys are like. 
[But] things that are important I tend to do. That's 
just the way I operate, so I don't think I'll be like that. 
But it would be nice to have the luxury when that one last 
thing that you couldn't stand gets dumped on you where 
you say, "Well I really appreciate how you need this done, 
but I cannot do it at this time. I have too much else." 
There are times when I really feel I can't do that now 
because I don't have tenure, and that's unfair. 
I try to look at a lot of [faculty] and tell myself, 
you better not get like that, and if you ever do you 
better go do something else, because I would hate it. I 
would Just hate to be like that....It's frustrating dealing 
with people in the department who don't seem to care what's 
really going on in the department and what's really going 
on with the students. It's difficult dealing with all the 
po I 111 cs....These people have been teaching together long 
enough that they have these long established working 
relationships, or not as the case may be, and they've got 
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old resentments and anger over old situations that just 
kind of hangs around...., just don't want to bother with 
that stuff. Now I've got to bother with It to the extent 
where I have to work with these people. So l have to 
respect what their problems are, which is something |* ve 
learned. 1 kind of try and get past that, maybe because I 
haven't worked that long in one place, maybe I haven't had 
the time to build up these resentments and anger and all 
that sort of stuff; but again I don't plan to do that. 
I guess it comes back to where I keep doing it because 
I enjoy the work and deal with the frustrations because I 
have to in order to do the work I like to do. I was 
frustrated enough. I was angry enough. I guess my first and 
second year at this college, that I seriously started 
thinking about changing jobs, and for me [living] right 
here that would be changing careers.... But the more I 
thought of the alternatives, the more I decided it's not 
what I want to do. I want to teach—that's what I like to 
do, that's what I'm trained to do, that's what I want to 
do. So then I said, okay so find a way of putting up with 
this other garbage so you can do what you want to 
do....I've sort of tempered my expectations about how well 
I'm going to be able to do some of the facets of my job. If 
they don't get done to my satisfaction. Okay, I'm not 
pleased about it, but I can Iive with it. I just don't get 
that upset about it any more. I just kind of say, well 
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fine, so try and do better next time. But It's hard 
sometimes—it really gets to me. 
Prof I le *3: Richard Will lams 
Richard is in his early 30's. He taught for three years 
in five rural elementary schools, obtained a doctorate and 
then assumed a teacher educator's position in a state 
institution. He now works in a large research university. 
When I finished my doctorate [in the early '80s], I 
started going for interviews. It's funny; l think back to 
[my first job]; I can remember very few things about it. I 
remember my students, almost of all them, but I don't 
remember much about the place, much about the 
peopIe....ProbabIy because there was nothing there that 
really excited me. I mean ideas that I had excited me, but 
those I didn't attribute to the institution. 
There weren't a lot of people asking questions. There 
were a lot of people that thought they knew answers. There 
was a lot of power struggle going on. There was a lot of 
closed door politics. It was an institution that was run by 
people who weren't particularly smart. Because they were 
insecure they would do things that weren't necessarily 
rational, more designed to make their power base stronger, 
and not necessarily designed to further the institution or 
faculty. There wasn't a great deal of coII egia I ity or 
mutual support, a great deal of mistrust....It just was a 
place where you'd go, and you'd teach your classes and go 
home. Plus I was denied tenure there because I "failed to 
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show willingness to undertake the mundane.- I think [they 
meant not doing] committee work. 
The university faculty committee overturned that 
decision and recommended that I be granted tenure and 
promotion, but the vice president reversed that, i was up a 
year early so I could have gone up the following year, but 
[when] that happened I said, ■■Well, if that's the criteria 
by which success is used for tenure, I know I'm in the 
wrong place." 
When I was looking for another institution, I didn't 
think I could ever change administrators. I mean I thought 
that was an eviI that you just [had] to learn to Iive with. 
! was looking for an institution that had a doctoral 
program,- *•because I thought that wouId help stimulate some 
research; and I was also looking for an institution that 
had a good reputation,...a place that I felt I could live 
in that would be comfortable. 
I remember when I was going [for my present position]. 
Before I took the job, I said to both Jim Harris 
[department chair] and Joan Peters, the dean: "If committee 
work is a pre-requisite to success I'd better not come 
here." I said, "I don't do committees, or if I do, I don't 
do them well." They said, "No, no one has ever been denied 
tenure because of their committee work." 
I don't find [committee work] particularly productive. 
It's usually based more on administrative imperatives and 
opinions and consensus, than it is on a clear logical 
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reasoning; and I'd rather do other things than sit around 
and discuss what course [students] should take first to 
become a fitness management person. l don't really care 
much about that, or I don't really care who gets admitted 
or doesn't get admitted to our school. I don't really care 
about who gets what awards. I don't care who gets tenure or 
not. Those just aren't things that I care that much about. 
[I care about] my research and teaching. 
Within the teaching is also student teaching 
supervision. A lot of [the faculty] just look at 
[supervision] as an extra duty. [They] go out maybe twice, 
and you're supposed to go out five times in ten weeks. 
Some won't give any written feedback because they don't 
know what they're looking at, so they don't know what 
feedback to give. I'm not convinced that the student 
teaching experience does a whole lot to teach a young 
teacher about teaching. I think it does more to socialize 
them into the experience or into the culture of teaching, 
so I don't spend a lot of time trying to educate the 
supervisors in what they should be doing or so forth....I 
suppose I could. I know I could, but that's not where I 
want to spend my energies. 
You can spend all your time on your courses and on 
your responsibiIities and I just don't think the impact of 
the undergraduate experience as presently constructed makes 
that much of a difference. And so I don't spend a lot of 
time trying to recreate a system that I don't completely 
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understand, so I spend more time doing research on It than 
I do trying to correct it with some myths. 
I guess I see myself primarily as a researcher first 
and in my mInd that means that somebody tries to extend 
[the] body of knowledge about teaching physical education. 
I see that as a primary role more than a teacher educator 
because I don't think that the position I'm In, teaching 
one or two courses is a significant influence on what 
teachers will do, and why they do it. So I think it's more 
important for me to try to uncover some of the mysteries of 
teaching, things I ike the influences that teachers undergo, 
and to help understand why teachers do what they do. Also, 
if my curiosity abated somewhat, I might change my focus. 
That's not to say that I don't think I have [any] Influence 
I just think it's not a very powerful influence I just 
think I'm a sliver in the cosmology of most teachers....! 
feel comfortable in what I'm doing for the moment. I think 
it makes a difference to some people. 
I've always been fascinated about teaching people 
movement activities, whether it's games or motor skills or 
whatever it is. There is something there that I just find 
absolutely captivating, that I feel I'd like to understand 
better, I think it's a great medium. I watch children play 
games and sports and try to understand the dynamics of 
that. 
My deepest satisfaction comes in the process of 
writing. Usually I'll see the products of my writing, six 
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months later in some journal; I look at It, and It's almost 
llke 1 don't even recognize It.... I don't feel a 
particularly strong connection to that any more. Once It's 
out. It's old thinking; it's something I thought about six 
months ago. Now I'm thinking about something else and more 
than Iikely writing about something else so it's that 
writing process and thinking process I get a sense of 
satisfaction out of. 
I think many people who occupy similar positions to 
myself are embarrassed by the fact that they're physical 
educators....Many people call themselves physical education 
teacher educators, as if to differentiate themselves from 
people who work with young people in gymnasiums. They want 
to distance themselves from that. Many people that I've 
worked with at universities will call themselves 
kinesiologists or exercise physiologists, or they're in 
motor control or motor development, or sports psychology. 
There are very, very few people [who] work at universities 
that possess doctorates [who] when somebody asks them the 
question, "Well, what do you do?" say, "I teach physical 
education." They don't say that and so I think they help 
perpetuate that low status because what they are saying to 
these people, who are uninformed, "Yea it is low status and 
I don't want to affiliate with that." So they help 
reinforce that perception. 
If somebody's curious about what I do I try to explain 
it to them. Most people don't ask so I don't tell 
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them-Sometimes my friends have tried to defend what I do 
and I find that amazingly curious. They'll introduce me and 
they'll say, "Richard teaches physical education at the 
university, but he trains teachers or he educates 
teachers." And I always chuckle over that because it's like 
he s a P.E. teacher, but he has an ounce of brains. And 
I've never responded to that, but I've always found that 
curious how other people feel an obligation to try to 
elevate my status in someone's eyes. 
The relationship with students to me is so critical, 
because I can say things to them in a way that isn't 
impositionaI. It's discussionaI. It's more for critical 
consciousness than it is for me saying, "You're wrong to 
say that to children." I would say it, "Think about it. Did 
you have a right to do that?" 
My feeling is that teachers will ultimately make their 
own decisions regardless of what I say, and so I don't 
say, "You're wrong. You're a bad teacher, look what you're 
doing to these kids." I say, "Think about what you're doing 
here. If that's what you want to do OK, but I don't know if 
you're really aware of those implications." And my students 
will say to me, "Well, look you know, I've got to get a 
handle on this thing." They don't use these words 
specifically. But they say, "I've got to be able to 
manipulate large groups of students in a fairly responsive 
manner, so that I can get something accomplished." I say, 
"OK then what's important for you to do that?" 
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I don't like falling students or giving students low 
grades. because my success in part Is their success. It 
means that I've failed and I do sometimes; and then when I 
give a student a low grade, that's admitting that I've 
failed that student, and so I don't like doing 
that.... I've never changed those decisions because I 
usually talk with my students quite a bit and so they feel 
fairly comfortable to come in and argue about something 
like that; and my rationale is usually strong enough that I 
can justify a decision, but I don't like doing it. It 
doesn't happen very often. [The] bottom line is there 
aren't a lot of things I don't like in my job. There are 
more things that I like. 
My teaching evaluations are usually pretty high, so 
If that's a measure then [I'm] fairly successful. But then 
when I see [the students] a few years later when they're 
ready for student teaching, a lot of that stuff is more or 
less washed out. 
I think most of my students are probably more 
interested in coaching than they are in teaching, at least 
in the beginning of our courses together, but again that 
doesn't bother me. That doesn't influence what I do with 
them.... I don't feel myself obligated to impose my feelings 
and my beliefs or my motivations on somebody else. I'm not 
going to question somebody spending $10,000 a year to get a 
preparation in something that they look at as a secondary 
career because they want to coach because that's their own 
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motivation. That’s fine, and I feel that my responsibility 
•s not to change their attitude, but to supply them with 
the kinds of ski I Is that would hopefully make even a 
secondary career more satisfying for them. but more 
importantly for the children that they’re going to come In 
contact with. And that’s my responsibility. and I don’t 
feel It’s my right to make a Judgement about their 
motivations. That’s entirely their own. I’m not going to 
change somebody's motivations. 
I don't have any grand Illusions that my students leave 
me with being any better teachers than people that are 
presently in the field. No matter what I do, my students 
are going to accept the things that they like and they'll 
reject the things they don't like....I don't necessar i I y 
feel any guilt or obligation once they leave me. I hope 
I've done something that they'll find useful. I sincerely 
hope that, and I try to do that. 
ProfiIe *4: Harry Emery 
Harry is in his 30's. After completing his 
undergraduate degree, he went on to do a Master's while 
also teaching elementary physical education. After two 
years he became a consultant for children with special 
needs in elementary physical education. He then went on to 
do his doctorate and now works in a professional 
preparation program in a large state university. 
The 
f I rst 
seven, 
farm next door to our farm was probably one of the 
group homes ever. Our neighbor took in probably 
eight, ten of those folk that were mentally 
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retarded, but educabIe to work and live on their farm. So 
growing up next to that farm. and we all helped each other 
a lot during harvest—I got to know those folks. I was very 
comfortable [with them], respected them and saw what they 
could do. 
I accepted a position as a special phys. ed. 
consultant. I traveled around 40 rural schools helping over 
35 elementary physical education teachers develop 
appropriate programs for children with special needs. I 
felt challenged to the point that I knew I couldn't tell 
[the teachers] what to do and so I went in and said. This 
is my job. This is what I'm supposed to do. Can I just come 
in here and help you for a while and try to learn what you 
do, how you do it and see if there's any way we can figure 
out what to do with special populations? So I started 
making relationships and friendships with these physical 
educators. [I was] another colleague that they could talk 
to, share things with without worrying about having to 
spill their guts [to an] administrator. 
After a couple of years in [the consulting] position, 
there was a little bit of frustration because there were 
certain teachers that no matter what I did wouldn't change, 
and I couldn't effect any change in those students; and so 
It was difficult to feel like I was doing anything for 
those kids. But then in some situations there was a lot of 
change and that felt good. 
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I applied to several universities nationally recognized 
for their special physical education doctoral programs. 
After completing my doctoral degree, I was determined to 
find the university Interested m developing quality 
preparation programs In elementary and special physical 
education. After one false start at a large university, | 
took a position as Federal Project Director on a research 
grant In another Institution. It was nice to be around 
people that supported quality research. program 
development, and scholarly productivity. 
I saw a job announcement at this university that said, 
'Looking for someone to lead teacher certification option 
in the department of physical education with expertise in 
motor development, elementary physical education and 
special physical education.' I thought they wrote the job 
description for me. 
I try to put much of my effort into research and 
teaching and a little bit less in the service. In the past 
I've done a lot of service, but looking at priorities at 
this university, service is the lowest priority. Research 
seems to be the first in some people's minds and teaching 
in other people's minds. [My priority] I think if I was 
absolutely honest is research, and as a result of that 
research then teaching, so trying to find out, discover, 
prove, provide the latest cutting edge information—that 
excites me more than teaching. Teaching at the graduate 
level excites me quite a bit because I can get my students 
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[involved] in my research and l think through that 
teach Ing is enhanced. 
I have a difficult time figuring out how to do that to 
undergraduate students. I'm very Interested in how to 
prepare undergraduate students to be physical educators: 
and constantly question what is physical education, where 
should it be going and what can we do to change it if we 
perceive that it's not going in a direction that we'd like 
to see it going? 
[I teach ] special P.E., motor development, elementary 
pedagogy, and I [also] teach the graduate level research 
methods class. What I try to teach In [the graduate] class 
Is the ability not only to read research and interpret that 
research, but to develop problems and how to basically 
write their proposal for their Master's thesis. So that's 
very stimulating. Most of them have been able to use that 
material to go on and do their Master's thesis work; it's 
been pretty rewarding. 
I see a lot of programs around the country [where] a 
lot of time, effort, and energy is put into [the] content 
[of teaching] and very little is put into process. There 
needs to be a balance between the two. I don't know what 
that balance is. I'm trying to find that out. That's part 
of my Job, to facilitate faculty debate and find out what's 
the balance between those two. They said you have to lead 
the teacher certification program and in your leadership 
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role you are to exam I ne the cur r I cu I urn and eve.uate It. 
Well actually they said change it. 
I decided to look at [the curriculum] before I changed 
it. It didn't look bad on paper, but it did need some 
changing; it did need some updating. [So I] developed a 
curriculum and presented it to the faculty. They rejected 
it immediately and vehemently, and were hurt by it. feeling 
that their jobs were in jeopardy. Retraining was evident 
and they weren't willing to do that and wanted me to do 
[the curriculum] over again. 
I refused to do it again, alone. I started to involve 
the entire faculty and asked that they cooperate with me. I 
could see we had irreconcilable differences that had to be 
discussed or debated. Much of the debate is between process 
and content, and how many skills courses and how few skills 
courses does one provide in teacher preparation. Basically 
that was our largest problem. 
[When the faculty rejected the curriculum my] feeling 
[was] like it's a no win situation, feeling even though 
they say they want change, they will not change, and using 
me as a scape goat, because they'll say, he just didn't 
produce what we wanted; and he's not working hard enough to 
produce what we wanted. But in the long run it won't be 
something that's shoved down their throats. I'm trying to 
guide them through the creation of this [curriculum]. 
Surprisingly there's a couple of us that have to do a lot 
of teaching in those meetings because there are some people 
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that are functioning around 1930. Some people do not have 
professional Journals, do not keep up with the literature, 
have no Idea what's going on In the public schools or 
[understand] the needs of children. 
The second part of my Job is creating a graduate 
option In teacher certification, which I chose to be 
special physical education. I decided the way to begin 
change in this State in providing needs to special children 
was to get to the people that were teaching those special 
children right now. So the first thing I did was write [for 
a] state grant and [was] funded $65,000. So we did that 
a I I last year for 16 teachers [to] come back to the 
University, take seminars from me, and provide them on site 
feedback on developing their programs and their teaching 
effectiveness with special needs children in their 
cIassrooms. 
We've also been funded a quarter of a million for a 
federal grant, to prepare special physical educators at 
the Master's level. Some of the faculty feel like it's very 
different than teacher certification—it's not. It Just 
deals with a special population of students, not just the 
normal student. 
Last year I worked here evenings many times 'til ten 
o'clock, 11 o'clock at night every night, and worked all 
weekend long and came in Saturdays and Sundays. This year 
I'm trying to structure it a little bit more and try not to 
do that, making myself go out and exercise at least three 
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times a week. having projects at home to do instead of 
school work. i find sometimes I’m behind now, but then 
again before when I was working. I „as just doing more and 
more and more and more. Now maybe I'm learning to say, no. 
I'm trying to decrease some of this stuff. it's easier 
because I have help now. |'ve graduate assistants. I've a 
coordinator. I don't have to do everything myself, so l 
don't have to work all those hours; and that's why working 
all those hours I hope was worth It because It got me the 
grants and the money to be able to get the help to do those 
other things. 
Sometimes I can't believe that I'm being paid to do 
what I do because I like it so much, and of course there's 
certain things that I wish I could control a little bit 
more. I wish I could do more research, and I could tie more 
of my research into more of my teaching, have less 
committee obligations and have less other types of things 
that take away from that major objective of doing research 
and teaching about that research—cutting edge type of 
material. But when I really get down into that and writing 
research grants, involving students in that type of 
1 earn Ing experience, 1 get rea1 1y excI ted and want to 
contInue doing those types of things. 
I've started to become a little more comfortable with 
what I do and the significance of what I do. I don't look 
at what's being done in the public schools, but what can be 
done In the public schools. And if I can affect the 
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students to do what I think can be done In the public 
schools, then maybe we can change things, and maybe I won't 
hesitate to say I'm a physical educator, like I have In the 
past. 
I divorce myself almost totally from sport, and many 
other teacher educators don't. They see physical education 
and sport being synonymous, and I see it [as being] very 
different; and I see sport sometimes being used as a tool 
but It should not be the essence of physical education by 
any means. We have a problem in this department. The 
faculty's not even split. There are only a few us that 
don't see sport as the main reason for physical education. 
I buy the term pedagogy, but I buy it from a teaching 
standpoint; and I buy it from the fact we should be working 
in the psychomotor domain. Then once we have that 
foundation, we take that to a functional level and try to 
figure out our mission [of] how to change the behaviors of 
children and youth to become physically active adults. To 
be physically educated Is more than figuring out skills In 
certain sports. 
There's a lot more communication in this faculty than 
any faculty I've ever been affiliated with. Even though 
there's debate and there's controversy, in the long run, we 
learn a lot from the controversy, and we'll be better for 
it. Some people don't like that. It's stimulating, and 
we're all trying to find out whatever the truth is. I'm 
glad we're going through this. I'm just not sure that I 
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want to be the person that's being the martyr. it's 
interesting though [and] a good learning experience. 
[Leading the curriculum revision] Is a challenge. The 
year before last year l was depressed and wanted to quit. 
Last year I learned a little bit more in leadership skills 
and how to deal with different faculty attitudes. During 
the summer, through some very severe retrospection and 
introspection on those problems that we had last year, I 
figured out I have got to teach them. If we're going to 
change, they have to be updated. If they're not going to do 
it by themselves, then we're going to have to go through a 
process that develops change and I've learned that change 
takes time. Have them come up with the answers by directing 
them to where we think we need to go. And they're actually 
coming up with it themselves. They haven't thought about it 
in years and years and years and years and years. 
Now I'm learning how to be patient with them. I was 
frustrated because I expected people in higher education to 
know this stuff: That I don't have to teach them about 
academic learning time and that I don't have to teach them 
about what physical education is. They ought to know it. 
I can see the Iight at the end of the tunnel now and I 
know It's going happen; and I'm starting to get excited, 
where before I was just constantly frustrated, as were the 
rest of the faculty. Some of that being my fault, some of 
that being their fault—people not being used to debate, 
debate [being] sometimes harsh; but what's beautiful about 
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the whole thing, what I love about It, It's getting at the 
truth. If we could Just open our minds up and not 
personalize it. Out of diversity often comes a lot of neat 
questions, a lot of neat answers and maybe the truth. And 
that's why we're here; that's why I wanted to be In higher 
education. 
I was also frustrated because 1 don't feel like I know 
a lot about the field and a lot about what's going on; and 
I really wanted as a junior faculty member to be under the 
wing of some mentor that could help me. I've never found 
that, in alI three institutions [of higher education] where 
I've taught. And I was frustrated at the fact that I'm 
supposed to lead a faculty that's been teaching for all 
these years and I'm a junior faculty member. And I was 
trying to figure out, how in the heck can I do that, 
because they must know more than I do. And aren't I still 
supposed to be learning from that? So I'm depressed that 
sometimes when I look at the field and I find out that 
those people aren't there as mentors. Obviously there are 
in other universities, but if you really believe in what 
you're doing, you start learning that for yourself. Maybe 
that's good for junior faculty members. 
[At times] part of the bureaucracy has upset me, trying 
to get things done and not being able to do them because 
you have to have nine thousand different people sign nine 
thousand different forms, and it seems like instead of 
reducing that, we increase that. [Additionally], 
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administrators typically don't do their job. They don't 
facilitate faculty research. faculty productivity. and 
faculty academic freedom. They put road blocks In the way 
from the central administration right down to the 
department chairs. 
Administrators are supposed to facilitate that paper 
work, and as far as I'm concerned. Deans are supposed to be 
facilitators. You have an idea they ought to try to be the 
harbinger. They ought to pave the way for you, scout It out 
and try to find the line of least resistance. That's why we 
pay them. That s not what they do. They stand there and 
say, "no," or they say, "do it yourself." Or you go with a 
grant to have them sign it and they say, "l don't do that. 
Take It to somebody else." I see a lot of administrators 
aid In that process, [but] I see a lot that don't. 
I've created situations and fought for the situations 
which have sometimes made me not the most popular person on 
campus to be able to do what I wanted to do. But I've been 
rewarded a little bit. But sometimes I think we're taken 
for granted and we're not rewarded as much as some people 
in business are rewarded. [You] publish seven to ten 
articles every year you've been here, and you acquire over 
400 thousand dollars worth of grants in two years, and you 
try to change the curriculum and you do about 18 national, 
international, state presentations during that time. 
Instead of being recognized for that, there's jealousy, 
there's animosity. 
100 
You d like to go up for tenure early, but your 
leadership style Is criticized so they won't let you. Those 
types of things get annoying. So you do things that you 
think are your job, and maybe you do them too well, and you 
scare people. I don't know what it is. You try to develop 
something to try to Increase the scholarly productivity of 
the department, so you ask them for a bulletin board so 
that everybody can put up their research and that might be 
a motivator. Instead It's just all yours up there. Nobody 
else will participate. 
Maybe something will happen, maybe there will be some 
rewards and then I say [to myself] rewards are not why 
you're doing it. [But it'd] be nice to get tenure. It'd be 
nice for somebody to notice that you're doing something, 
but you have to be patient; and maybe it's just me that 
thinks that I need to be rewarded. Maybe I really shouldn't 
be rewarded. Maybe I'm expecting too much too early. I'm 
often pretty impatient. 
You shouldn't compare yourself to others, but you do. 
Let's be realistic, you do. You look around the faculty, 
and you see what you've written. Then you see somebody else 
being promoted to full professor with less than you've 
written, and they won't even consider you for an associate. 
It makes you wonder. And you say, well be patient, and I'm 
going to be, [but] for how long. 
There's some great faculty here. There's a division 
between us, and I'm trying to bridge that this year. I 
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that it was 
didn’t try before. People told me not to try. 
useless. I shouldn’t have I Istened. Unfortunately [the 
faculty] haven't been supported. They haven’t been 
rewarded. They haven’t been reinforced for anything that 
they’ve done. It’s not a lot of their fault. I’m only 
beginning to realize that. 
We're going to grow in open debate and with respect for 
each other. Irrespective of what we do, how little or how 
much, it doesn't matter. We are just going to respect each 
other as working partners. We're all here together. We're 
going to try to compensate for our weaknesses, and 
encourage our strengths; and I'm going to keep that in mind 
through the entire year and try to see what we can do. 
[The] political, administrative leadership role is the 
one that s frustrating and keeps me from doing the other 
that I love to do. And so the days that I'm doing the 
research and teaching I'm feeling good about that. The 
scales [are] up, and I feel really, really good. And the 
days I'm doing the other, the scales [are] down, and I'm 
feeling really, really bad. I don't want be Chair. I don't 
want to be doing these types of things. I want to be doing 
teaching and research. I can't believe how much there is to 
learn. There's no way in any program of preparation that 
anybody could prepare you for the job. It's just on-the-job 
training. 
Right now it's getting to the point where everything's 
been professional, and I've put a lot of time and energy 
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Into [my work]. And at 33 I'm saying, wait a minute, woow. 
there's a personal side too. I don't want to be as 
eccentric as I'm getting, t don't want to be alone the rest 
of my life. There's going to be time that l have to put 
into personal matters more than professional. The faculty 
have been saying to me, "Take it easy. There's more than 
this. Get out of the office." I attributed that to the them 
not understanding what I'm trying to do. But maybe they 
really do care, and they're right. I need to say no to some 
people, because it seems like everybody's asking so much, 
and I can't say no. But I need to start saying no, and I 
need to start thinking about my personal life a little bit. 
1 don't want to be old and just reminisce with my articles. 
I would rather have some kids running around. That's a 
whole lot more important when you come right down to [the] 
qua I Ity of life. 
ProfiIe *5: Yvonne Jones 
Yvonne is in her 50's. After graduating from a 
university where female professionals in physical education 
were prepared, she obtained a college position. She went on 
to do her Master's and then secured a position as a teacher 
educator in a large university. She now teaches in a 
professional preparation program in a small state 
unI vers Ity. 
The most important influence and role model was my dad 
because he was an executive secretary of the YMCA. Probably 
having had to go to camp in the summer, I learned quite a 
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was very much of a 
bit about activities [and] people. He 
people person, and l would say that l probably am too. 
A very important part of my life Is the camping field. 
I still keep in touch [with former counselors], but l think 
I'd be too structured and too strict to be a CIT [Counselor 
in Training] director now, just because of [my] values. I 
think you have to have some guidelines and most of the 
youngsters [today] don't even know what their values are. 
I think youngsters today are getting mixed signals on 
values: the coach has one; the parent has another; the 
teacher has another; their peers have another and so a lot 
of them don't really know what's right and what's wrong 
anymore. 
After two years [in my first college position] I 
decided to go [and] get my Master's which I did as well as 
staying on there three more years to teach and coach. 
[After completing the degree] I went to a large university 
and ended up staying there 13 years - it was still a 
women's department. Susan Smith [head of the department], 
was very humanistic and an outstanding role model, [but] 
she had her favorites. "[The] old guard" was somewhat like 
a little clique and coming in—it was hard. 
I took a leave of absence and went to start my 
doctorate. And I [was] probably three-fourths of the way 
through, [but] at that time there really wasn't any self 
design program for teacher preparation; so it was very 
difficult to expect someone to come in and have to go 
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I [also] couldn't through the whole routine of research, 
cope with commuting an hour every day, but I did teach and 
coach basketball and tennis there, and that was a very 
exciting experience as far as coaching and competition. 
[It] is such a competitive area, and I met some super 
peopIe. 
I went [back] to my position and worked with student 
teachers and taught major classes. It [was] still [all] 
women. We had our ups and downs In the department, but we 
probably didn't have any one person to direct the teacher 
preparation. Everybody sort of had their own little area. I 
really had very memorable times at that university. I loved 
the student teachers and [when] I go to conferences and 
students come up and say, "Oh do you remember so and so?", 
it's very satisfying. 
[But] the internal problems—the department wasn't 
sure where it was going. We started to bring in the men. I 
think most of the men were interested in coaching really. 
It was in the early days that you were a teacher/coach—you 
automatically taught, and you automatically went into 
coaching. And I think the two sort of enrich each other. 
But many of the men perhaps at that time didn't want to 
merge. 
I felt like I needed a change or a challenge so that's 
when I came to this institution. [Again] it was all women. 
I guess we merged maybe early 70's. I think the merger was 
good, [but] It was difficult for individual faculty. To me 
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a support group 
I think the women were able to feel more of 
for each other. When they got In with the men. I think It 
was whole new ball game. 
I don't think I really have that much trouble working 
along with the men. You have to be somewhat tactful. and 
you have to perhaps let them take the upper hand; and 
gradually through working with them, these barriers are 
eliminated. And I think that some of the women that maybe 
haven't worked enough with the men have to go in and 
threaten them and put them on the spot; and I don't think 
that's the way you do it. 
I was asked to do the student teaching and the methods 
class when I came [here]. Having had some background in my 
previous position helped me. There was one thing wrong with 
the methods class—it was al I theory, and I am probably 
more on the practical side. I incorporated the field 
practicum [into] the methods class, which would be a step 
before they did student teaching. 
I also went out to observe [the students]. It was so 
much easier then than now because most of the students knew 
what structure was. They knew what responsibility and 
dependability was, [but] not everyone. You had some 
losers. But today the student has changed. They are more 
independent: their priorities are different. At that time 
priorities were pretty much even with yours. And their 
commitment may not be there in the teaching field as it was 
then. I think the teaching profession at that time was 
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fam I Iy, and certainly we I I thought of by community, 
government, I don't think you were so much a second class 
citizen then as you are today. 
I love teaching this type of field experience methods 
class. It was Just time consuming, trying to find enough 
Junior high and high schools. The teachers out there are 
great. They're doing so many things. People Just don't 
realize what teachers are putting up with, especially 
today. It was really exciting teaching the methods class 
because the students would go out and they'd come back and 
they'd share all their experiences. They'd really see 
what It was like, and then we would work on the process in 
class, as well as the content. 
I like the field experience and the practicum 
experience because you're working on a one-to-one. 
[Students are] placed in different situations, and you have 
a chance to communicate. Sometimes in class you don't have 
a chance to do that. They might think, well this person is 
very autocratic, structured and narrow; but I think through 
these different field and practicum experiences, it's very 
reward I ng . . . to work with them and [then] they know you're 
totally different [than in class]. To be able to 
communicate [with the students] and to let them talk and 
for me to Iisten to how they feel about their experience. 
John [Is] also coordinator of student teaching. He does 
nothing. So I cover up. I mean that's all right. I love him 
dearly, don't get me wrong. I don't like to dwell on this. 
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men and 
but l don't know how many people know. We have 
women out [student teaching]. He doesn't see the women. , 
see the men and the women. Most of the cooperating teachers 
know because I go around ever week. Even when I had 30 or 
40, I went around every week, and it was hard. But l felt 
it was important that l touch base with the student 
teachers. I think he's probably shy in his own manner, and 
yet I think right now he thinks, what's the point? But he 
has another 10 years here before he retires so he just 
doesn t come through and I try and carry the weight. 
I feel our department has really grown. We've gotten 
more grad. students. We've now gotten in more younger 
faculty, and I feel that some of their directions are a 
little different than those of us that have security [of 
tenure]. A lot of them are on grants. A lot of them are 
having to do research because just recently the president 
has said that research is more important than teaching. 
Some of us that feel that teaching is really important 
are disappointed, because I don't think that everybody has 
to do research. We were hired to teach and now they are 
hired to do research and some teaching. I would think you'd 
have some strong teachers in your department, some 
researchers, some people going out and doing service for 
the community and so forth. So some of the younger faculty 
that are here, I feel they see the writing on the wall, 
that they have to do research. They have to get grants, 
and maybe they're not as interested in helping out in the 
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area of sport activities. which I think are probably the 
basis for most of us that came Into the field. 
I've taught [activities] In the division of continuing 
ed. which I really love. I volunteered for that program. I 
get paid $300 [for] four hours a week for four weeks, 
[which] Is not very much money, but I enjoy it. So I've 
been teaching in the winter cross country skiing, during 
our break, to people of all ages. Some students, oh they're 
great; we have more fun. 
I also have taught activities during the year too in 
the elective as well as major program. In the winter I 
enjoy teaching cross country skiing. It just keeps you 
active. It's great. I've taught a variety of activities, 
and I hope to continue because I think activities are 
important. They keep you alert, challenged and that also 
keeps you active, fit. 
Everybody is sort of changing their outlook. We can't 
do everything and where do you put your strengths? That's a 
problem we're having right now in our going over our 
curriculum. A lot of it is our professional emphasis is 
changing and maybe some haven't kept up on the field and 
where we're going. By going through our curriculum now, I 
think some of th i s i s he I p i ng to pull people together 
because they're looking at components or competencies that 
they feel are important [for prospective physical education 
teachers]. At least you're going through this process of 
everybody giving an opinion, which is good. 
109 
A lot of the undergraduates have a science background 
and I'm not sure they really know how to apply it; that’s 
bothered me. [The students] Just take Isolated science 
courses, but they’re not really applied to what you’re 
doing in the activities. 
We only have maybe three or four people that are 
teacher prep, and the rest are all in their own little 
compartment. There's sort of a line between those that feel 
it's a theory/science profession with little experience, 
and there are others of us that feel, yes that's important, 
but we also feel there's a practical and activity 
component. I don't think anyone's going to ever agree 
because you have different generations, and you have 
different backgrounds, exactly what the [curriculum] 
formula is for a professional physical educator. 
I think even today trying to find support [is 
difficult], because right now we have 10 or 11 men with 
only four women. I feel maybe it's a chauvinistic group of 
men. The whole setting—the boy's club scene is just 
changing, and it doesn't make it a very happy, healthy 
environment. Not the co-ed [department], I don't mean that, 
I'm just saying that the emphasis has changed. Probably the 
youngest and the newest faculty, they're probably a clique. 
A lot of them are spending their time on grants and 
research. I think teaching may not be the important thing 
any more. 
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Just [the] little things that have to be done In the 
department, the women end up doing. I think a lot of the 
men [think], "You're single. Hey, you can put the time In. 
We re married; we've got other commitments." And I'm 
saying. Hey, hog wash." With a single person, the men 
think [we're] a dumping ground [for work]. They think that 
we don't have any other priorities. Most of them I kid. I 
mean that's the best way to do it, you Just kid, and Just 
sort of laugh and go about your way. Everybody has their 
own needs and problems. I Just think that we're not In each 
other's shoes, so you don't know, so it's not fair to 
judge. I just think it's a shame when you spend so much 
time at a school, and you don't really get to know [and] 
enjoy the other faculty. 
This Is probably one thing I really regret, I don't 
think most of us know each other. We know each other as a 
shell, and that's too bad. We don't really appreciate 
one's strengths. We probably would find that a lot of us 
have commonalities and would really enjoy one another. You 
have your own priorities, and after you leave school, 
that's it. I think that's sad. I really do. 
Some of our faculty are retiring, and then you find the 
younger faculty I ike Peter and some of his buddies. A lot 
of them are looking for maybe more contemporary change in 
teacher preparation. I probably am hanging on to the 
tradition, but I certainly don't mind change with the 
contemporary. I just don't want to lose it all. I think 
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some might be wanting to swing all the way over to the 
contemporary. where I fee. a lot of the tradition may be 
the basis of physical education. We don't want to lose 
track of some of that. 
Some of our faculty feel that maybe the [students] in 
teacher ed are not that brilliant. I think that's a very 
unfair way of comparing teacher ed with maybe the students 
In the science like exercise physiology. They might say 
well your students aren't very sharp, or they're not 
intel I igent. I 'm saying if you look at the make-up of a 
teacher, personality, giving of themselves and being able 
to use various values and foundations of the field, I think 
that everybody uses these tools differently. And so maybe 
they're not the genius of 4.00 or 3.8. 
I don't feel our students get to know faculty very 
well. In order to have them grow you [need] to challenge 
them on some of their values. You can do this through the 
practicum and field experience. A lot of our faculty don't 
even know what our students are doing, either because 
they're not interested in teacher preparation, or they have 
this idea that maybe our university perhaps isn't as good 
as some of the other schools. A lot of them don't even care 
enough to see them or go out and visit them. Everybody's in 
their own little compartments. 
The whole faculty is involved in producing this product 
[the student teachers]. And about five years ago [on one of 
our Professional Days], John and I had the faculty come [to 
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meet the cooperating teachers and student teachers]. John 
and I went down to another room and had the students fill 
out an evaluation on their undergraduate program. The 
faculty were up with the cooperating teachers, and they 
were throwing out questions [to the teachers about our 
program]. We didn't know what went on. 
We all went to lunch - [the] cooperating teachers, 
student teachers and John and I. [The cooperating teachers] 
know that I'm very dedicated. I mean you can tell someone 
cares, and they said, "Boy your faculty, what's their 
problem?” And I said, "What do you mean?" And they said, 
"Well one faculty member said, what don't you like about 
our program? Not what [do] you like about our program?" 
[The cooperating teacher continued], "Well we went around 
the room and everything was positive. These Ph.D's—most of 
them give this air [that they're] not really interested. 
[We were] so favorable in the kind of student that you're 
producing [we] really couldn't come up with much that you 
need work on." 
Then the corker of the bottle was when John [spoke to] 
one faculty member who's probably very important. She said 
[to John], “[The cooperating teachers are] lying." I said, 
"Well that shows you the support you have." Why can't they 
accept that our program here is good? 
I feel there's a definite line there between those of 
us that are working with the teacher prep. and those who 
are doing something else. I feel there's Inequity. There 
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are Probably four or five of us that are definitely for the 
student and then some of the others. It s their name and 
their position that's the Important thing. But you find 
that in any school; but I'm say I ng when you put up with 
that kind of crap, hey that doesn't bother us, we said, 
well that's all right. I mean we weren't surprised. We knew 
exactly what the whole Issue was—they didn't hear what 
they wanted to hear. 
I was on a committee last year. Now I was the only 
person that probably had a wholly, completely different 
perspective than the others. So we tried to revise the 
program. And 1 didn't agree with them on anything. l mean 
that s OK, but they wanted to do away with a I 1 the 
activities. I said, "No way." They said, "You learn 
activities from motor learning and from kines. and 
physiology." And I said, "Wei I it depends upon what you're 
trying to produce. If you're trying to produce technicians, 
that's one thing; or you're trying to produce people that 
are knowledgeable and they'll know how to teach basic 
skills correctly to get the youngsters in today's world to 
be somewhat successful in these activities." So we had 
quite a commotion. I mean it was a disaster. I didn't agree 
with any of them, telling me that you can teach from taking 
theory courses and I'm saying, "Oh my God, I'm in the wrong 
department." I think they wanted a sophisticated grad 
program, they didn't want an undergrad. program—it was 
obvious. 
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Since the president has mentioned scholarship is number 
one, teaching isn't... these young men are trying to get 
their name in print. And I think they think some of this 
undergraduate stuff is going to hold them up. But they 
can't have a grad program without an undergrad program. I 
don't think so- No way-So It's philosophy, which Is 
too bad because I think our students suffer. I'm in a 
different situation. I have tenure, I don't have to worry. 
They are worrying about it. So it depends what side of the 
fence you're on. 
School should not be the only priority, because if it 
Is, it could be pretty traumatic; so I have other groups 
I'm in, and it's fantastic. There's more to life. 
ProfiIe *6: Ruth PaImer 
Ruth is in her 50's. She taught physical education in a 
high school for a number of years, and during that time 
obtained a Master's degree. In 1966 she moved to a state 
college where she presently works in a Physical Education 
Professional Preparation program. 
My father was a physical educator and a coach. While I 
was growing up he was really a role model for me. He was in 
charge of physical fitness for the Navy flyers for WW II. 
When I was a child I would go with my mother to his 
station, I can remember going to the gym as he was involved 
in his coaching. I was also involved with camps. I went to 
camp from five years old. So my love for activity and my 
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I n the 
love for people started very. very young and 
background was always my father's Influence. 
Then after I graduated from college. I got a teaching 
Job [In a high school]. At that time I have to be honest: I 
really wanted to be the successful coach. I think I did an 
effective job In teaching as I was fortunate enough to be 
[awarded] outstanding teacher in my county. 
[As a result of the award] I started as a cooperating 
teacher, working with student teachers, and I loved it. I 
really felt good as a facilitator, helping the young future 
teachers. It got to the point though, where I began to have 
so many [student teachers] that I began to really burn 
out, because I didn't know where my priorities were. I 
wanted to work with the future teachers and yet I still 
wanted to work with my own kids. After a while I said l 
would have a student teacher [for] a semester. But then I'd 
have my own kids back. But I truly did love working with 
the student teachers. 
In '60 I went to a state university on a teaching 
assistantship for my Master's. I was interested in both 
physical education [and] recreation for special needs 
[children]. But when I was at the university they said, 
"Ruth, we really want you to stay here." I was torn between 
a commitment that I had back [at the high school] with 
release time, and the honor of being asked to teach [at the 
university]. But I stuck with my commitment and came back 
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[to the high school] and continued to teach there until 
1966. 
Then I came to this state college and [taught] In the 
service program. I did not have a doctorate. and l still 
don't have a doctorate. [But] the department chair 
indicated that she really would like for me to be Involved 
with the major program. And I said, "Fine, if you feel I'm 
capable. [She said], "I'd like for you to coord Inate a 
program in student teaching." I was really thrilled to be 
asked. I never expected to be involved in teacher 
education. It was the best thing that ever happened to me. 
I came into a women's department and all of a sudden 
the philosophy changed and we accepted men into our 
classes. It [was] a real learning experience. Never 
dealing with males except at a camp situation, I really had 
to focus In on what were their incentives, needs, 
abilities, focuses. But it didn't take long. In fact I 
think I always had a bias as a person liking little boys 
much more than little girls. They were more fun. They were 
more able. They were more like me. I began to see the women 
differently, and when I began to compare the men and women 
in the classes, the [men] were much more responsive. 
Dealing with male cooperating practitioners I think was 
more difficult. It seemed that philosophies were different 
in those days. They were more involved with throwing out 
the ball and coaching. The women were much more Involved 
with actual teaching. It seemed that they gave more 
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feedback. So It wasn’t easy In the beginning trying to 
coordinate the efforts of the men and the women. But then 
after a few years It seemed to fall into place. Dealing 
with men In my classes made It easier for dealing with men 
as cooperating teachers. I had a tendency in the very 
beginning to always place a male student with a male 
cooperating practitioner. Today I wouldn't do that; but In 
those days they belonged with the men and the women 
belonged with the women. 
When I did come here, I immediately joined the state 
association, and I felt that was my support group that I 
needed. We also had a very closely knit faculty here in 
those days. Today, since the diversity [of the physical 
education] we've kind of gone our own way, and you have to 
make your own support group. That's why Steve, Jane, 
Deborah, Ann and I are still working together, and we still 
have our own complaint group on a Friday, helping each 
other solve problems, and that's neat. 
I teach courses in our major core, I'm responsible for 
supervising approximately six to eight student teachers per 
semester. I have the responsibility of being the 
coordinator of the teacher preparation concentration. We 
work together as a team in our department. We meet monthly 
to discuss various issues concerning our teacher 
preparation and our own inservice as supervisors. We find 
that many times our conferencing ski I Is aren't the best. So 
we'll sit down and maybe refer to specific articles, or we 
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might talk about some of our problems. All of us are 
Involved In supervision. And It's our firm belief. and I 
will say -our" because of our team effort. that it's 
necessary and it's Important to see the product. 
[I] coordinate dinners for our cooperating 
practitioners and invite them to workshops. I Just 
completed something that I'm excited about. I wrote a 
manual for our cooperating practitioners entitled The 
Cooperating Practitioner As Most Signifleant Other. It 
deaIs specifically with supervising student teachers. I 
wanted desperately to call it the Coaching of Teaching, 
[but] so many people gave me flak and said, "Don't call it 
that." And yet ASCD talks about coaching being the term. 
But physical educators have much difficulty in accepting 
the term "coaching" because they don't want to be 
associated with a coach. And with my background I was a 
coach and a teacher. 
Jane and I team taught a class entitled Improving 
Effectiveness in Teaching P.E. Many of our cooperating 
teachers take that course. The one thing they don't 
understand is coding [teaching] behaviors. They're used to 
giving subjective judgement on what they think is right. 
Some get very excited about it because it's a new approach. 
Those who feel secure in themselves are saying we'd like 
for our student teachers to code us. 
I'm seeing differences according to the self concept 
that the cooperating teacher has. I do see some threats and 
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Why do I have 
see some saying: “This is a lot of bullshit, 
to do this? it's a lot of extra work.- And those are 
usually the ones we don't go back to the next year. so we 
have our differences of opinion there. 
Some of the new cooperating teachers see me as the 
person from the ivory tower that doesn't understand what's 
happening at the grassroots. I really see our cooperating 
teachers wanting to talk to someone. They are lonely people 
in that locker room. And many times I've gone to a school 
to focus on a student teacher, and I've done nothing but 
I Isten to the cooperating teacher and try to say, "Hey, l 
understand. You must be frustrated." Bringing to them some 
of my frustrations. Being a good listener, I think perhaps 
as a supervisor we don't listen enough. 
This semester I can truly say I am loving it because 
I ' ve had these students in class and they know I care. In 
the summer I sent good luck notes [to the students] and 
some articles they might want to read. I dedicate my time 
and effort to making our team a winning team. I see myself 
as a coach of teaching, and I want our team to win. 
Part of my coordination [involves] inservice [work]. 
I'm having difficulty getting release time to do 
[Inservice work]. Maybe it's because I haven't explained 
It well enough to the administrators. But Steve and I try 
to follow-up with Inservice. We went and met with a 
consortium of physical educators. We had the directors 
identify some of the Issues that they wanted to attend to. 
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We have to do that and we said we would coordinate that. 
between supervision and teaching. And there are Just so 
many hours In the day. 
Steve and I [both] got three semester hours release 
time for coordinating the teacher preparation and student 
teaching. Now we've Just learned that that has been cut In 
half, because we don t have the numbers [of students]. I 
was livid. I said [to the administration], "But you aren't 
looking at the quality of the program. I think we're really 
moving In the right direction in our team approach. We 
think it is important in following up our student 
teachers, and [also with] the induction program [with our 
former students]. But that's not important [because] we 
don't have the numbers? Do we give release time for people 
conducting research?" [The administrator replied], “Yes." 
Then I said, "But I don't understand then. Why wouldn't 
this be as important as a study?" 
It was a hard blow, because our administration has 
always been supportive of our department and what we're 
doing. I'm convinced that if we did our job of explaining 
what we're doing, that we could convince them that the 
release time is important. We've always gotten along very 
well with our administration. That's the first time I've 
felt disappointed In their efforts. I'm thinking in terms 
of this semester inviting our president and our academic 
dean down to have lunch or cocktails and say, "Look we feel 
121 
good about what we're doing, and we want to share that with 
you. " 
I was also involved in making sure we passed ail three 
visitations. We were bombarded with the ICC visitation team 
- that's the Interstate Certification Compact team. We a I so 
had the Board of Regents team. And we also had NCATE. We 
passed without any hang ups. They were very helpful in 
giving us some ideas of where we might improve our own 
program, and they really did pinpoint the activities as our 
weakest link. 
We realiy need to take a good hard look at our activity 
program. We have older faculty, and to be truthful, I don't 
know that they are as enthusiastic as they are about their 
theory classes. [I feel] that activities are the meat and 
potatoes of what we're all about to begin with. I think 
theory is important, but our activities are going down the 
drain. Theory and activity, but how do you make both 
complement each other? It's a real concern that we have. 
I'm saying that our program isn't all roses. 
I was involved in teaching activities when I first came 
here. And I thoroughly loved it. Then I was asked to leave 
the activities and concentrate more on developing the motor 
learning and the adapted P.E.. I was more involved in 
teaching Just theory. 
1 don't know that our facu1ty i s convineed that 
activities are as important. We get .75 credit for each 
activity that we teach. For supervision , [we get] two 
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student teachers for one credit. And theory [we get] three 
credit semester hours for each class that we teach. Our 
administration is saying. "Well it's Just an activity class 
so you don't have to prepare that much. So why should you 
get as much credit?" I will honestly say I prepare as much 
for an activity as I do my for theory class and sometimes 
more. 
Because our department had to take a good hard look at 
our activities, our department chair asked if l would 
coordinate that effort. I said yes, but now l'm really 
feeling that I'm running thin. How can I do all these 
things and do them well? 
Second semester I'm involved in assisting Dr. Howard in 
the Children's Physical Developmental Clinic. That meets 
each Saturday from 7:30 a.m. to approximately 1:00. So all 
my weekends second semester are spent in the clinic. I'm 
teaching the course in developmental and adapted physical 
activities, and I really love that involvement [with the 
children]. I feel that role modeling is important—for [my 
students] to see me working with the kids. So second 
semester I hardly have time to breathe. And I burn out 
fast. 
I feel good in the fact that I'm working with 
colleagues that are an important part of my life. Dealing 
with and teaching with people like Steve, Jane, Deborah and 
Ann, we all identify with the same mission. We all have the 
same goal, and still we all have our own academic freedom 
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to go about doing it different ways. We socialize together 
outside work, so we're a closely knit group. 
I feel I am Influential with my students. And you might 
say, "How do you know you are?" Several years ago they had 
something on campus where they had professors selected by 
the student body, and It was called, 'the last lecture 
series.' If you had to give your last lecture, what would 
that be? Well, l think that was the best thing l think l 
have ever received as far as an honor or material thing, it 
was the students asking me to give my last lecture. 
One time I was showing a Leo Buscaglia tape, and then 
we had some discussion after that. We talked about the 
mean IngfuI ness of being something to someone, the 
root Iessness of kids in pub I ic schools, and the 
rootlessness of some teachers which Is so very evident. I 
came Into my office, and this person who never said 
anything [in class] came and said, “That was the most 
meaningful session I have ever had here.” And I thought, 
gosh I wasn't covering what the text book said was in 
chapter five or whatever, but just what a good life is and 
what it meant to me. And he said, "Well what brings your 
enthusiasm to life? You always seem to be looking through 
rose colored windows." I said, "You know they get dirty, 
and they break too sometimes; but I think it's a feeling I 
have within, I'm satisfied." And [the student] said, "I'm 
not satisfied." And I just began this whole thing about. 
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what Is that Inner self like? And [so] I think being a 
teacher educator goes deeper than Just physical education. 
Seeing growth in a student Is so meaningful to me. 
Seeing [the student] as a sophomore when they declare 
teacher preparation and seeing the pains and the struggles 
of a young adult. And then seeing the real growth and 
potential. Seeing a cooperating practitioner who was at 
one time a student teacher, under my supervision, and 
seeing the powerful, powerful influence she has on the 
very Insecure teacher that I have now. [Today when I was 
supervising] Polly, the cooperating practitioner, came in 
and said, "You know you're the one who influenced me in 
striving for excellence in teaching." [After that visit] I 
drove down from [that school] on cloud nine. 
We have a lot of headaches too, though. I have a 
concern also for the lack of real teaching that is taking 
place [in the high schools]. We try to plug into positive 
role models, but many times we get into situations where 
it's simply a recreational program. There are no tangible 
outcomes that are being identified. There's no philosophy; 
there's no mission. I get concerned that sometimes our 
student teachers will get into the same rut, if placed in 
situations that aren't healthy. 
1 rea11y wonder how the United States views i ts 
educatIona1 system? 1 wonder how communItIes are 
1nterpret1ng the reputation of teacher and teaching and 
educatI on. A 1 1 of the humanitIes have been getting the rap. 
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That includes the ministry, teaching, nursing. Look at the 
pay scales. You look at the benefits. You look at the 
feeling that the community has toward these professionals, 
and It isn’t very good. I think you have to balance high 
tech with high touch, and I think the name of the game Is 
high tech, as far as the United States Is concerned. i 
think In our country our value system Is askew—I really 
do. 
And it sickens me when I think of people In my own 
church saying well what are you griping about you have a 
summer off? They don't look at how a teacher today perhaps 
is the most influential person with children. I get angry. 
I get very angry, and then I need some space and time to 
think about how l*m going to answer them. But my immediate 
reaction is anger, because I feel sometimes I'm doing the 
Job that they should be doing as parents. When I think 
about it then I try to sit down with them and say, "What 
would happen if we didn't have any public schools? How 
would you handle 30 children like your children?" Well then 
right away they say, well they couldn't stand it. So I try 
to put them in 
importance of the 
the shoes, so 
teacher. 1 love 
that they' 
teaching. 
1 1 see the 
1 'm proud of my profession. 1'm proud of what 1 do 
because 1 fee 1 it's Important. So whenever 1 get the 
chance. 1 let [people] know what I'm doing and why 1 'm 
doing it. 1 find myself trying to explain why my field i s 
important , and 1 find lots of people resisting that. 1 even 
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find my housemate wondering, "What are you really doing." 
In some respects [she feels] what I'm doing is Important, 
but I really know deep down she thinks I'm playing. But I 
feel good that I'm a physical educator. If | had to do It 
over again, I'd do the same thing. 
We Just went through an equity claim here on campus, 
and last week we a I I got our new pay checks with 
retroactive pay. It was very interesting. They found a 
study that the women on campus for many, many years were 
not being paid what they should have been paid. And so we 
had a wonderful Christmas present. But then also on that 
scale was if you have a doctorate, you had two thousand 
extra dollars. 1 think that's great. Then sometimes I say, 
you should have [gotten the doctorate]. 
At times it will come back to haunt me [not going for 
the doctorate]. Sometimes as educators when we get together 
in a group and someone makes a remark, not [referring 
specifically] to me, but someone might say, "But they 
don't even have their doctorate." Then I begin to doubt, 
"Am I everything I should be without the degree?" 
[I had to make a choice about going for the doctorate] 
and it really boiled down to my own personal needs. Coming 
from a broken family in the very beginning with my father 
[being killed in the War], being an only child, and my 
mother died in '65, and I had absolutely no family. You 
have to know what's important in life, [and I said to 
myself], "You're not getting any younger, what is it you 
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really want?- So I have a nice log cabin and [also] a nice 
home, a good Job. wonderful colleagues, a family, beautiful 
church and community. I have my health, but I don't have 
that doctorate! 
My number one priority ever since I've been here Is to 
be an effective teacher. I'm not saying professor. | *m 
saying teacher. I don't want to just profess to know the 
subject matter. When I'm asked to do things like head up 
the activities committee or serve on the recruitment 
committee, or head up the teacher preparation committee, 
that does take time away from preparation for my classes. 
So I find myself being up very early in the morning because 
I'm not a night person, and leaving home at five to get 
here at six to prepare for eight. So by having all of these 
other duties, you know it has an impact on your 
effectiveness as a teacher. 
But the impact as far as being a teacher educator is 
practicing what you preach, modeling the kind of behavior 
that you want your students to have. You've got to model 
that yourself, and if you don't have time to prepare and 
I'm talking about something in class about preparation, it 
doesn't make sense if I'm not doing it myself. And I guess 
it comes down to commitment. You must be committed, and I 
do like what I'm doing; but sometimes I wear thin. 
I also have a heavy responsibility in my church. I'd 
say my life is really focusing on my school work and my 
Involvement here. My teaching is always number one. Number 
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two Is coordinating this whole effort here. And number 
three Is my Involvement In my church, chairing the social 
ministry committee. and being on our church council and In 
our choir. And that's kind of a nice release for me....i 
am thinking In terms of maybe fours years down the pike, 
retiring and people say, "Ruth, will you really be 
happy?" ...| will have lots to fill this gap. 
Prof I Ie #7: Kathryn Fields 
Kathryn Is In her 50's. She has taught physical 
education at both the high school and college levels. She 
became women's athletic director In a western state 
university. After getting a doctorate she obtained her 
present position In a small state university, where 
athletics and physical education are housed In the same 
department. 
I went to a city college, back in '49. [I took] this 
class called Group Dynamics. We sat in a circle, nobody 
told us anything. We were not used to doing things on our 
own. Then we found out that the rule was, you do whatever 
you think you need to do to become a good P.E. teacher. [We 
were told], "You're going to plan It, organize It, teach 
It, and evaluate It. We'll be your resources and answer 
your questions, but you're on your own." We said, "You're 
kidding us." But I wouldn't trade that experience for 
anyth Ing. 
I taught at a high school [In the 1950s]. And then the 
principal was assigned a new school, so he was going to 
leave; but he could take four faculty with him. So I got to 
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go to this brand new. huge high school with fantastic 
facilities. l helped him understand that If you have a 
solid physical education program. you e.Im.nate most of 
your morale and loyalty problems. It was dally r.e., and 
you can create the atmosphere for the school by the 
Physical education program. We started having co-ed 
programs. I don't know why it took a law. Title IX to get 
that. 
I'd been teaching for seven years and had a wonderful 
time, got a solid program going. But there was a bracket on 
the pay scale that said unless you get your Master's 
degree, you're not going to be paid anymore. So I went to a 
state university for my Master's degree. I finished In one 
year, and they asked me to stay. I thought, "Now If l can 
get some of these students to see what could be done with 
P.E., then I can multiply the Influence." I became athletic 
director, ran the intramural program, and taught a few 
activity classes to the majors. In the meantime they were 
building a new intramural building and [I became] an 
associate director; but that meant I wouldn't be teaching. 
I thought, "I'm going to do that because I don't want this 
brand new building to turn Into a jock palace where the 
guys feel comfortable and the women feel uncomfortable." 
I went to a major state university for my doctorate and 
could plan any program that I wanted. I've always had that 
need for autonomy. I don't like hierarchical arrangements 
where someone that doesn't know anything about you [thinks 
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they] 
other 
know what's best for you. I know I can learn from 
people, but If | have failures, I want to know that I 
did It. 
I finished my doctorate In two years and came here In 
71 no co-ed in anything, not even In theory classes. I 
was teaching Physical Education for the Adolescents, women 
only. There's a real old guard faction here. We had battles 
over [many issues including] teaching styles and uniforms. 
June Peters [Department Chair] decided to leave. I 
guess it was '77, and I knew who was going to get this job 
if I didn't try for it; and this person would take us 
straight back to the 40's. So I threw my name Into the hat 
and won by 12-8. No matter what you do for the old guard 
you're not going to get them to come along with you. I gave 
them visibility, important jobs, involved them. We had a 
totally open department. Everybody knew what was going on 
a 1 1 the time, but they always found something to complain 
about. It was the first time in my life that I have ever 
run Into a group that just wouldn't budge. In the meantime 
the men's chair and the women's chair split up the work. I 
thought we had a great working relationship. 
Then along comes Title IX. Now the group of the women 
of the old guard—believed that women don't need anything. 
Now I'd been coaching in my previous institution, flying 
all over the West Coast and we were operating in exactly 
the same way as the men's teams were operating. So I came 
here and the women's program has $8,000, and. the men's 
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program had approxImately some hundred thousand dollars. 
And the women's A.D. said, -The women's program didn't need 
anymore. That's fine." It was Incomprehensible to me. But 
by 1980, we had 14 teams for men and 14 teams for women. 
It was over [the old guards] dead bodies—they were 
appalled. The budget was only $4,000 difference because the 
[men's] insurance for collision sports was so high. I 
couldn't have done it if it hadn't been for our dean who 
be I ieved in fair play too and was very supportive. 
Then we get a new president, Johnstone, and he made a 
lot of decisions that were detrimental to P.E. He 
reorganized the college, and got rid of [our] dean. No one 
in the faculty would support [the dean]. (The H.P.E.R. 
Division did support the dean until the president's 
decision. At this point others did not continue their 
support). I certainly did, but ruined the rest of my life 
with this college. He brings in a new dean [Harris] who 
believes P.E. Is sports. With the support of the old guard, 
plus the men's athletic director and the men's chair 
saying, "Lets merge the departments, and we'll be head of 
the two." I got fired [as women's chair, but continued to 
teach in the department]. (What I believe happened is that 
I was fired due to my commitment to Title IX. The idea was 
to merge the departments and athletic programs. The two men 
would be appointed as Chair and Administrative Director, 
and would be given 12 month appointments). 
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I’ve lost The dean called me Into his office and said 
confidence In your ability to lead.- And I said. -|s that 
all you re going to say? Give me something specific." He 
said, "No this Is going to be a very short meeting." | 
said, "Well what about my teaching position; haven't you 
got your ducks in a row to get me there too?" He didn't, so 
that was that. Students wrote all kinds of letters, but he 
was smart enough to pick someone that the students really 
liked, so they were somewhat appeased. 
This [new] dean was far from honest. At one point. I 
looked Into the sports camps budgets, and none of the 
coaches were getting paid; but the kids were getting 
thousand dollar checks. So I talked with a student and 
said, come in talk to me and tell me what this is about. 
[He said], "Well so and so gives me the check. I sign It. 
She takes it down, cashes it, gives me my hundred for the 
week and the other nine hundred goes to the coach and it's 
not on anyone's income tax." So to me there's a hidden 
curriculum. There's enough crookedness in this world. I 
don't want my students learning dishonesty from college 
professors. So I wrote to the president and said, "You'd 
better get this straightened up because if you don't, I'm 
going to blow the whistle to the I.R.S. Harris was gone 
within a year and a half because he was an embarrassment to 
this place. 
When I first came here I taught a class cal led P.E. for 
the Adolescent. First day of classes I said, no class 
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today. sign up for groups and we'll meet over at the snack 
bar. and then we're going to talk about what you need to 
know to be a physical educator. They were very much shaken 
up by that and felt that If I didn't know what they needed, 
then something was wrong, so I really had a shaky start 
here. It was one of the first times In any place that I had 
felt I had trouble with my teaching. There was a definite 
resistance. Luckily the second semester I had a number of 
students in my classes that had been to Germany and the 
experience changed them. They said, "You treat us like 
human beings, like adults." 
I taught two activity classes, and then they added a 
new course. Foundations of Modern Education, and the 
Introduction course—which gave me the perfect chance to 
get a student as a freshman and disorient them in terms of 
what they thought P.E. was, and what it could be. And in 
the Foundations, as seniors, I began to really look at the 
philosophical basis for making these kinds of changes, how 
to move into synthesizing knowledge into practice, that was 
a very pleasant time for me. I wanted them to have a really 
solid understanding of the field as a discipline, to 
understand how the sub-disciplines relate to the whole 
field, to understand how we arrive at different 
philosophies. We may have different choices of methods and 
ways of organizing, but P.E. is something we ought to be 
able to define, identify a body of knowledge and then get 
busy working It into a curriculum. I felt like I could 
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broaden the influence. and If | got one person doing It. 
then there would be two of us Instead of Just having to do 
it alone. So that was very positive. 
I wholeheartedly believed that P.E. cannot be viewed as 
teacher education, professional preparation. It's birth to 
death, and there are many audiences that need to be 
addressed along with K-12. If we move on to human movement 
and see it in a broader perspective, we could make 
significant contributions to society in terms of 
1 one I iness, drug addiction, boredom, lack of self-concept. 
[But] when I arrived here in *71, the students were told 
that they didn't have time for a minor. All they had time 
for was P.E. because it was so demanding. That was pretty 
Mickey Mouse in my opinion. The program was so prescribed, 
so rigid. There wasn't critical thinking and questioning. 
It was Just technical, like going to repair a T.V. You 
had your procedures to go through... open vessel, pour in 
knowledge, close vessel and let them transmit the same 
thing. 
When I was chair I was able to go ahead somewhat 
rapidly on Title IX and increased the athletic 
opportunities for women, and moved rapidly on the B.S. 
program. [The conservative faculty] were appalled. They 
were threatened by it. They didn't want to learn anything 
new. They were comfortable with what they did, and through 
what I would call patronism and coercive behaviors, they 
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were able to maintain their status. They loved that. They 
didn't have to work that hard. 
I was viewed by some as very pro student, which l am. 
My job is teaching the student, to disorient them with 
cognitive disruption enough that the student has to 
seriously think about who they are, what they are doing and 
why they are doing it. if you standardize a product you 
lose a lot of other potential that might make you even 
better. So I I ike to unleash that instead of bottl ing it 
up. I try very hard to find ways to get students involved 
in what I'm teaching. And I feel I'm successful In my 
cI asses. 
In the P.E. Introduction class, numbers of people were 
teaching it and that bothered me a bit because [I] only had 
a few students [to whom] I got across what [I was] trying 
to do. So then I figured, "How can I teach all of the 
majors?" You're talking about four or five hundred freshmen 
taking this course. So I got a grant and designed an 
independent study course, and I developed eight modules 
with slides, cassettes, video lessons, readings, and 
workbook. We met with them on the first day and said, "OK 
here's the way the class goes and these are the 
dates.... They had to write a three to five page paper, and 
If It was not acceptable, they got it back until they got 
it right. I don't like the idea of giving A, B, C, D. I 
don't want someone to end up with a D. I want them to leave 
here with an excellent background. They have a choice not 
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to do it, but I give them the opportunity. Now my grades 
are pretty high. / am not concerned. I welcome It. 
We had 40 or 50 [students In the Introduction class] 
that never reaI Iy got started. It was their choice. it 
helped select people Into P.E. that had Initiative and de¬ 
select those that de-selected themselves. I would give them 
a second chance and we'd make contracts and say, "OK so you 
blew It. We really do need some commitment, some 
involvement, some expertise, some excellence here. We Just 
can't keep letting people into our field that can't get the 
job done." New students who did well became proctor tutors. 
It gave them a teaching opportunity at a really early time 
in their education. 
Every time there's merit I put in for it: I don't get 
it. The others play the game: they get it. I put in for 
promotion: I don't get it. I have a law suit going right 
now. They seem to view the criteria of scholarly ability 
differently when It's a male than when it's a female. Male 
colleagues write an article or two in the PhysicaI Educator 
or something, and [he] gets promoted. It's really not that 
stringent. Something like over the last six to ten years, 
about eight men and two women have been promoted. OK so 
I'm the national chair of the Fundamental Skills Committee, 
editor and author of three books that have been revised, 
I've made presentations nationally every year [and that's] 
not scholarly?. They're keeping me in my place. I think of 
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s a position I put 
it as Just blocking. Every time there¬ 
in for It, they won't let me do It. 
There are days I feel angry that I'm blocked, but other 
days I say, "Well I've been bIocked before.- , just find 
ways. I'm not going to let It bother me that much. They're 
not going to get rid of me, because I don't quit. 
There's no question that I've been [discriminated 
against]. I could show you my credentials, and they're 
comparable to males that in most cases are making more 
money. I think if you want to be the president of a 
college, you'd better be a nun because you're only going to 
get [a female president] in a women's religious college. 
You look at higher education: the men control it. I mean 
who are the deans, who are the provosts, who's the 
president, who does the hiring, who's on the steering 
comm Ittees? 
I was on one committee here, two women on the committee 
and the rest men. This man came in and went right around 
the table introducing himself, skipped right over us and 
went to the next man. I couldn't believe it. I Just said, 
"Ummm excuse me, my name is Kathryn Fields," and I 
introduced this other woman. Usually you're on your own one 
woman, four or five men, and the woman used to be the 
secretary. Forget it. That's getting better now, but not 
signIfI cant Iy. 
[Getting fired] didn't affect my teaching at all. I 
teach about it. I tell [the students] the story about it. I 
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don't believe that's unprofessional. There are groups that 
think that It's unprofessional. I think it's the most 
professional way to behave. get things out In the open, 
involve students. They're going to be In the same kinds of 
political situations. They need to know how to deal with 
them. I try to teach them change strategies and tell them. 
If you listen to anything I'm saying, you're probably 
going to get into trouble, but you won't wake up some day 
at 38 and look at yourself and say. what a phony you are." 
I have a really good reputation with the students. That 
makes me happy. I go ahead and teach my classes and advise. 
I have people come to my door and they go. Dr. Fields can I 
see you?" "Sure come in, what can I do?" "Well someone told 
me you know what you're doing." So I advise all kinds of 
students. The head of admissions always sends the students 
to me I f they might want to go into P.E. I know I'm doing 
my Job, and I get wonderful feedback from my students, and 
from some of my colleagues. 
The main satisfaction that I get is watching the 
students change from being terribly perverted by the 
educational system in this country where they're taught to 
be consumers, almost non-thinking, non-criticaI, non- 
questioning people who get surrounded by the glitz and they 
don't really ask any hard questions. I love to disrupt them 
by beginning to get them to think about the hard questions, 
and I spend a lot of time on the metaphysical question of 
mind and body. They get really uptight with me over this. 
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that and we get Into some great discussions, when I watch 
disruption, and In that [the students feel] a kind of sense 
of pride. "Wow. I'm not a dumb Jock. I'm majoring In 
something that has some significance." that's very 
meaningful to me. 
I say to my students, everything you hear Just say. 
(to yourself preferably; unless you want a lot of enemies), 
I doubt that. Just doubt everything you hear and then ask 
questions about It as a process. I think going back to my 
undergraduate college that's probably the germ of that way 
of thinking, that one class where we had to do everything 
for ourselves. And I watch my students change. I watch the 
self~concept change, but sometimes when they get out and 
over Into another environment, they get squashed right back 
down. I do the best I can. I don't think they're weak. 1 
think the conditioning of society can't be overturned 
easily. I'm very satisfied with small steps. I don't have 
to change the entire world. I try to get across to them, 
"You can't be afraid of mistakes, because If you're not 
making mistakes, you're probably being too safe and not 
taking any risks. 
I go right ahead with what I believe and try to get 
others to Join me. It's an uphill battle. It's easy to 
continue that, "Don't bother me I don't want to think about 
It." I don't think we view ourselves as scholars. We view 
ourselves as athletes or movers. I want us to be. Celeste 
Ulrich had a super term for it, "Socrates in tennis shoes." 
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1 want us to be questioners. critical thinkers. being on 
the cutting edge, helping the whole field to evolve, at the 
same time being a performer. And even In the essence of the 
performance, looking for meaning In that. There are a few 
of us doing It and others listen and say, "Yeah, right, 
good Idea." But then nothing really happens. 
I don't think most physical educators are very 
phI IosophIcaI or cr111caI. Maybe what 1s perceIved as the 
structure of the field which Is sport and games may be 
attracting certain kinds of people that like the safety of 
beginnings, middles, and endings, and precise rules that 
you already know what the penalty Is going to be before you 
break the rule. We may be attracting the very kind of 
people that aren't going to help me do what I want to do, 
which Is to see it as the art and science of human 
movement, see it as a viable field that is Important for 
the whole continuum of life and one which has a significant 
impact on societies. Imagine if we had socially, 
physically, healthy societies where people had good self- 
concepts, were good movers, were involved in cooperative 
and competitive things and enjoyed the contests and the 
Interaction, could you imagine what that would be like? 
I've been very productive. I'm pleased with that. I 
could play games and maybe get more done. But in playing 
the game, I would worry about losing my own sense of being 
or integrity. I'd rather be me. 
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Profl |e »8: Brian Duggan 
Brian Is in his early 60's 
and teaching high school 
becomIng a teacher educator In 
He spent 12 years 
physical education, 
a large state unlver 
coach Ing 
before 
s I ty. 
The overriding thing In my life was to get Into 
coaching and that was after my athletic playing days were 
over. Somebody said that to get Into coaching you should 
major in physical education. I was in World War II and as a 
result of the Gl Bill you were able to go to school for 
nothing free tuition, books and they gave you about $75 a 
month In addition. So that really affected my life quite a 
bit. 
[I started my doctorate in the '50s, but gave It up 
because] I felt I couldn't teach full time, coach full 
time, pay the mortgage and raise five children too. It 
became obvious though, 10 years later that was a mistake 
and I should finish up. [I went to a major research 
university and] worked with the undergraduate teaching 
Internship program. That was back in 1963 or '64 and ever 
since then I've been having some type of relationship 
working with either teaching interns or student teachers. 
I found out about this present position in 1965. They 
wanted somebody to work with the student teachers, teach 
and coach freshman football. I can't say more for this 
University; all five of my kids were graduates of here. 
That was another reason why I decided to get my doctorate, 
too—I figured there's no way I'm going to be able to send 
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five kids through college on a high school teacher's 
saI ary. 
The first few years I wasn't that satisfied with the 
position. I was looking for [other] positions all the time. 
When 1 first got here. the old [faculty] disliked each 
other from previous conflicts the last 15 or 20 or 25 
years. It wasn't the same feeling of collegiallty that [l 
experienced at my doctoral institution]. And people In New 
England are a little bit more conservative—they're not 
very warm. 
Subsequently, l had two [Job] opportunities. One was a 
really good one. I was offered the position as athletic 
director and chairman of the department [in another state 
university]. I was deliberating about it, and my wife 
didn't say much about moving, but the kids said, "Oh we 
don't want to move." [I turned the position down because] I 
thought that this was probably the better place to raise a 
family. The president [of the other university] even came 
to visit me to encourage me to change my mind. So that's 
one of the things I do regret; never having the opportunity 
to be an athletic director in a college level. At this 
particular time when you're in your early 60's, it looks 
like I never will be an athletic director. 
One of the reasons why I'm happy here [is when I taught 
high school physical education] my schedule [included]: 
six, seven teaching periods, one home room every day, and 
then three or four sports [to coach] through the season. 
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And I came to the university and found out: you leave any 
time you wish. just do your Job. [it's a] very. very 
reasonable work load. I enjoy teaching much more now than I 
ever did in the JunI or/sen I or high school. But I enjoyed 
the coaching in the JunI or/sen I or high schooI —that's what 
I enjoyed the most. 
I was chairman of the men's department here for about 
six years. Then the men's and the women's departments 
merged and I did not want to continue. It was really mass 
confusion for the first years. A lot of it was distrust. 
[The women] thought they had a real great program. We 
thought we had a great program, but I guess they didn't 
think our program was as good theirs. Most of it was 
people not knowing what the future would be like. 
In our own department. people are always talking about 
the athletic program getting the most support and how the 
physical education program should be better or get more 
support. But the problem is the very people who cry the 
most, don't really do a good job of straight teaching. And 
I've stepped on a few people's toes by saying that the best 
teaching you'll find, in the college, [is done by] coaches. 
They plan, they repeat, they reinforce, they motivate. I've 
got in a few arguments with my fellow faculty members. I 
say, "If we all of us did as much in physical education as 
they do in the sports programs, we'd be much better off." 
I came here primarily for the student teaching program 
[and] as assistant football coach. In addition to that 
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though. I [have] taught the methods course associated with 
student teaching and taught administration from the first 
semester on. I really am a generalist. I'm not a specialist 
In anything I guess. 
I developed a course called Supervision of Instruction. 
The state requires this three credit course for a person 
who works with student teachers. a cooperative venture 
between university supervisor and the cooperating teacher. 
The state accepted [the course] for any physical education 
teachers who wished to be cooperating teachers. I Included 
different methods of observation, [and ways of] evaluating 
teachers. Most of all [the course is] the attempt to 
control as much as possible the cooperating teachers. 
Hopefully from this course they will do some of the things 
you would I ike them to do with your student teachers. 
For sure, you can't tell [the cooperating teachers] 
what to do. You can't tel I them what they should offer. 
You can't tel I them how to teach. You hope they do a good 
job of working with your student teachers. I hIt on a few 
things which I always felt were very important: 
communication and maintaining classroom control. I always 
enjoyed teaching the course. It might not be required any 
more—that's unfortunate. 
A lot of schools believe that the university supervisor 
is the one who is going to give these gems of wisdom of 
what [the student teacher] should do under certain 
circumstances. I perceive myself now as more as an advisor 
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and I tell them that or counselor to our student teachers, 
when l see them. | say. "Unfortunately l have to grade 
you." That sort of destroys some of that relationship. But 
I tell them. The person who's going to work with you and 
have you grow as a student teacher Is your cooperating 
teacher. if you need any help, if you feel you don't have 
enough exposure. If you are really in [an] Intolerable 
situation with your cooperating teacher—then |*|| 
intervene. But when I come out and observe you, for one 
class or maybe two classes every three weeks, [it is] 
really to confirm what the cooperating teacher might put 
down in his evaluation." 
The only thing I insist upon is lesson plans. The most 
important part of any format of lesson plan they use Is 
seIf evaIuation. I teI I them to put it on the other sIde of 
the lesson plan, "What would I have done differently if l 
had a chance to to do it all over again?" It's a far cry 
from [the] books that were written 25 years ago saying, 
"Here's what the university supervisor should do to be a 
real saviour of these kids when you go out and observe 
them." 
[Some cooperating teachers treat you] with suspicion 
If you don't know them. Particularly myself as a male, if 
it's a female cooperating teacher. [It seems as though 
It's] the ivory tower, coming into the battle fields. 
There's [that] apprehension of, "What's this guy doing 
here? Is he observing me or observing my student teacher?" 
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cases 
That’s If they don’t know you. I’ve only had two 
where there was actually an overt act of Ignoring the fact 
that I was there. 
You try to be as unobtrusive as possible. I usually 
try to sit as far away from the action as possible. and 
you tell them that you don't want to disturb anything. Many 
times you have to act like you're observing the walls 
because you don't want [to seem] like you're looking at the 
cooperating teacher if they happen to be teaching at the 
time. But I would say 99% of the teachers eventually come 
over and sit down and talk. [The] ones you know they're 
warm. they're happy to see you, they Joke while they're 
teaching. We have quite a few of those as part of our 
cooperating teachers. 
I was heavily involved [In committee work] for years 
and then I became disinvolved—maybe disillusioned. You 
find out In most universities you can be spending almost as 
much time attending committee meetings as you do teaching. 
Right now I'm probably average for the university. I'm 
chairman of the scholastic standing committee for the 
College of Human Science and Services. I Just finished 
working on this ad hoc committee to coordinate teacher 
education here in the university. I'm on an appeals board, 
for the National Collegiate Athletic Association. [I'm on] 
a student teaching committee that's in [the] department. 
And I'm on the ROTC scholarship committee. 
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I found myself being Involved In committees and m 
teaching and not doing research, or not getting anything 
published. And you find out the philosophy at the 
university has changed [in] the last eight or ten years. 
The people that get merit increase are the ones who have 
visibility in the form of presenting papers, publications, 
grants. Acquiring grants, the administration loves that, 
and teaching always being secondary. They say, "Oh no this 
is a teaching university." It really Isn’t, not when It 
comes time for rewards. I said, "Hey I*m going to give up. 
Why should I be on all these committees, when those people 
[are] never involved in committee work, never?" They're the 
ones that get the big salary increases. It was a couple of 
years of academic pouting. Then I changed my mind. That was 
sort of foolish to do [to give up doing committee work]. I 
probably realized that's the way it works in higher 
education, particularly a research oriented university. 
The university administration has determined the areas 
which they feel [are] very, very important to the function 
of the university. National visibility, that's priority 
one. Next, colleges that are preparing students to go into 
the industries, that's priority number two. Well physical 
education and education at this university is priority 
four, maybe five in [the] new contract. In other words 
we'll probably get 5.5% of [a salary] increase, [while] the 
[major] priority areas [will] probably get about nine or 
10% Increase. 
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You have students paying tuition and regardless of 
whether that student wants to be a physical education major 
or a high school coach, his tuition money is the same as 
that kid who is going to be an oceanographer. And l think 
that if you do a good Job of preparing that student to be a 
high school teacher and coach or an exercise scientist— 
you're work is Just as important to the students as the 
people in engineering. There's no question that the school 
of oceanography brings in tons of money and grants, 
engineering does too. We bring in very little: that's if 
research is the only thing you consider. But without the 
students' fees and tuition the university [wouldn't] be in 
existence. And therefore I look at it from the standpoint 
of students themselves—they deserve to have a good 
education whether it's physical education or engineering. 
We only have one woman who brings in any grant money 
[in our department]. She got her rewards by always being 
placed on merit in the last two or three years. But outside 
of this one faculty member, we have maybe two, perhaps 
three, who do any type of publishing out of 20 faculty 
members. But of those three, two were brought here to 
publish and to do research. In fact their work load was 
reduced [so they could do] research. My feeling is why do 
you get paid extra because you're doing just exactly what 
you were brought here for? 
I guess I’m lazy In not doing research. I like to do 
the research, but I don't like to write it up. I did 
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effect Ive 
publish an article [In a] refereed journal [on] 
communication In student teaching. | did a smaller amount 
In effective communication In coaching for a state Journal 
and a few other similar studies. 
I've a lot of data right now, a real good study that l 
just can't get myself to put together, and that's [about] 
transitional life experiences of former Olympic medal 
winners—really great data. By the time I put it together 
half those people will be dead, I think. I just didn't push 
myself. It might be disillusionment too. Why should I put 
all my effort into writing up this research when that's not 
the most important thing? That's not the reason I was hired 
in the first place. Although you get goodies for it though, 
if you do It. Maybe psychologically it's a resentment on my 
part on the emphasis they do put on publishing. 
One of the reasons you do that is also for promotion. I 
was promoted to full professor. You can be retained in rank 
without doing an awful lot of research. If you do a good 
Job In the teaching and service aspects, you might not get 
merit pay. The fact that I don't do hardly any research 
will not preclude me from continuing on as a full 
professor. Plus there isn't any other higher rank. So maybe 
that's why I became lazy and didn't put the material 
together. 
I think that people in physical education probably have 
a built in neurosis. We always [seem] to be defending our 
program [and ourselves]. I real ly feel that we have 
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succumbed to this Inferiority complex by trying to make 
ourselves something we are not. Ten or 15 years ago [In] 
many schools, physical education was a demeaning name. And 
probably to get more academic respect [departments In 
institutions of higher education] changed their name. to 
“School of Biomechanics", the "School of Human Science" 
etc. [But] no matter what it is. It's still physical 
educatI on. 
I m not sure if I have that feeling [of neurosis]. [I] 
might say I teach at the university to prepare young men 
and young women to be P.E. teachers and coaches. So If I 
were really secure that we're on the same par as other 
disciplines I might say, “Well, I teach P.E." I can't say 
I'm so completely well adjusted that It doesn't bother me 
one bit. I've even caught myself saying my doctorate degree 
is in Education, (which It is). 
I really enjoy my job, that in itself makes your job 
significant and you feel you are accomplishing something. 
When you're speaking to a class and you apply theory to 
your experiential background, give those little anecdotes, 
the students perk up and listen more. As an experienced 
teacher you can feel that at least they're listening and 
you have a sort of feel I ng that you are helping. [Getting 
positive] student evaluations gives you a good feeling. 
Some faculty members don't think much of [student 
evaluations], but I think it's a good idea. Keeps you on 
your toes, too. 
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I think l-m secure In the knowledge that Cm helping to 
prepare better teachers and coaches, and that’s very 
Important. I also feel that we have a lot of Interaction 
with other departments [with] committee work and assuming 
leadership responsibilities on committees. You feel a 
little more wanted when you can feel that real mutual 
academic respect. 
Prof I Ie *9: Ian Green 
Ian is in his 40's. He has taught physical education 
from K through 12. He also was very involved In coaching 
football in the public schools and in Institutions of 
higher education. After getting a doctorate he obtained his 
present position in a small state university. 
I never thought about col lege and in those days we had 
the "college preparatory track" and the “other track," 
and I was in the "other track." All I was doing was fooling 
around in school, playing sports and having a good time; 
and I didn't think about my future until...shhhhew, here 
it's my senior year; what am I going to do? Oh, it hits you 
right in the face. 
[In college] I had a low point average after my first 
semester Freshman year, and they just took away all your 
extra curricula privileges—so that was a real shock. I was 
put on probation and I wasn't allowed to participate in any 
kind of athletic program at all. Boy, that was tough. That 
was really tough, but I matured a lot that year. I really 
did shape up. So I spent a lot of time reviewing my study 
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procedures. After my first semester of my Sophomore year l 
raised my G.P.A. enough to get off social probation. 
Coming out of [college] the thing | guess I was 
Interested In most was that I wanted to coach. | had an 
opportunity to teach elementary physical education and to 
do some Junior high school coaching. I didn't know anything 
about [elementary physical education] really. When l think 
about now what they're doing in teaching physical education 
today compared to when I was in school everything was 
geared around to sport activities. You modified everything 
for the kids to get involved in sport. There wasn't the 
emphasis on movement education. I didn't have any 
experience other than just local experience. Luckily the 
kids didn't come into physical education until the 4th 
grade, so I didn't have K through 3 or I would have ruined 
them. None of them would have ever wanted to come to 
physical education. As I look back on it now, it was 
chaotic at times, but I survived. 
[I] took a year to get my Master's, and then I wanted 
to get Into college teaching and coaching. [I sent] job 
applications all over and that was right at the time of 
the Vietnam War. The recruiting agent said, "Well, you 
either get a teaching job or off to Vietnam." So there was 
a little bit of pressure there to get a teaching job. I'd 
had my physical and everything all ready to go, and then I 
got a Job In a college. I was relieved. It wasn't that I 
didn't like kids. I love kids. At noon hour I would be out 
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on the recess and playing with them before school, after 
school, and organizing softball andall the after school 
activities, and at the end of the day you Just were worn 
out. I decided that I liked that college atmosphere. 
The director of the college kept saying, -if you’re 
going to stay at the college level and have any kind of 
security at all, you're going to have to get your Ph.D." He 
said, "You can go from job to job and you can continue to 
coach all your life, but to get promoted and to get into a 
position of stability it would be wise at this young age, 
and you have no responsibility other than your wife, to go 
off and get your doctorate." 
[I did my doctorate] in 1968. I got an assistantship in 
the physical education department, lucked out there, and 
was hired in the athletic department to work with the 
footbaI I program. It didn't take me long to figure out that 
I didn't want big time coaching, because of all the 
time—it was just constant. 
I spent my last year there as a scout. I was flying all 
around the country. Every Friday I'd get on a plane and go 
somewhere. Everywhere you went they were always wanting to 
interview the representative who was scouting that game 
from my university. So at half time you had to go on the 
radio to be interviewed. So there was a lot of status. I 
didn't come out of that mold, I guess. I really didn't want 
that as my life style. 
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If I'd gone Into coaching, | probably would have been 
divorced by now. I probably would have had many, many Jobs, 
going around the country from one big job to another. 
That s the type of life style those coaches lead. I wanted 
something a little more stable where you can count on It 
from day to day. I liked the variety of doing some teaching 
and doing some coaching. That's why I was glad I was able 
get the degree. I really [didn't] get an overview of what 
physical education was really like until I [went for the 
doctorate]. And I probably learned even much more when I 
got here. 
The job description Included the coaching of football 
and teaching in the physical education department. When I 
first came [here] we were teaching a four hour methods 
course that was designed for students in elementary or 
secondary physical education. It was kind of a combination. 
I taught some activities: golf, tennis and some 
cond111 on Ing. 
I was able to stay with the secondary methods. Looking 
back on it now, I should have stuck with the elementary. 
Things are really exciting and really developing at the 
elementary level, but that wasn't macho enough. There 
wasn't any status of being an elementary physical education 
teacher, so I didn't go that direction. But I can see the 
value of that now. 
I got involved in the Project Adventure. That was 
probably one of the biggest changes that I've gone through. 
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It Just changed my whole Idea about deal Ing with kids in 
Physical education and whafs Important. [For example] we 
have a -Dangle Do.- which Is a piece of equipment where you 
have a ladder effect, and each rung of the ladder gets a 
little bit farther away as you move up the ladder. You're 
working with a partner. and the two of you have to get to 
the top helping one another up the ladder, seeing the 
success of that approach, getting involved with the trust, 
the cooperation, and forcing people to work together to 
accomplish your goal, just to see that process in operation 
was very eye-opening. All the freshmen that come in take 
the Project Adventure in their first semester. [It's a good 
course for] the kids to get to know one another. 
Another course I've gotten involved in is a course for 
freshmen in their first semester. It's a course that tries 
to teach them how to handle college life as far as learning 
how to study, take notes, all the basic things of learning 
how to play the game in college. I see a lot kids just like 
myself. It's been really good because a lot of these kids 
keep coming back to see you. 
Committees, that's a big thing. It's one of the worst 
things about college teaching. If we didn't have to worry 
about committees, it would be really fun. You could spend 
time with the kids. If you get involved with too many 
committees, then it can be burdensome. Some people are very 
selective. If you're not worrying about promotion, you 
don't have to worry about committees. I'm worried about 
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promotion. I don't really enjoy serving on committees, but 
that's part of my Job; and I'm not a full professor yet. so 
there's some Incentive as far as merit. There are good 
things about It. You meet a lot of people. That's a good 
feeling being able to communicate with people not Just In 
your own buI IdIng. 
[My Interaction with other faculty] Is pretty positive. 
I'm serving on a search committee for the new provost. So 
one thing you think, "Well that's going to entail a lot of 
work." But getting elected Is rewarding, that there are 
people all over campus that would think you would be 
worthwhile to serve on such a committee. 
When I first came here I spent so much time with the 
[students], being young, having crazy ideas—you can relate 
to them much easier. They'd always talk, talk, talk. But as 
your priorities change and you get more involved, you have 
less time to do that. You've got to budget your time. I 
never neglect students. I try not to in any way, but that's 
one of the real negative things about committee work. The 
students don't understand that. When they don't see you 
there they think you're playing golf or fishing or 
skiing. That's a real big problem and I don't know how to 
solve that. 
I guess over the years I've gotten away from the open 
door policy, from anybody coming in at any time. That 
fluctuates from time to time. Project Adventure has helped 
maintain my contact with the kids. But I'm losing that 
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ve gotten away from contact to a certain extent because I* 
coaching. I guess to obtain some administrative experience, 
the trade-off in getting out of coaching and doing 
something different you go through a period where there's 
an adjustment. 
The key thing about coaching is the time spent away 
from home and your family. |fs funny how you think you'd 
never want to give that up, but you go through changes in 
your life style and priorities. Our kids were getting 
older, so I've been able to watch my own kids participate. 
So I don't miss the coaching. Now the weekends are mine. 
I'm always doing something at home. Every night, right 
a^er dinner we all sit down. The kids do their homework, 
and my wife teaches, [so] we do our school work. It's not 
that I work alI night long, but for a period of time making 
sure that I'm caught up on things and prepared for the next 
day. There is always something to do. 
I watch others on my street, particularly the fellow 
right across the street from me. He probably makes twice as 
much money as I do. He's finished at four o'clock everyday, 
[so he] doesn't have to worry about his job the next day. 
But you've got to weigh up the pros and cons, I guess. How 
many vacation days does he get a year? I guess it's not so 
bad during the semester, but it's getting to the point 
where even during your breaks. If you're involved with the 
personnel curriculum stuff, coordinator, there's no break 
being a coordinator. You just can't go and stay away for a 
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month. Two years ago I applied for the position of 
coordinator of the graduate program. There's always 
somebody calling. The more you're around. the more you 
find to do. I love my job, but at times It gets a little 
much when you're Involved all the time. 
As coordinator it's tough to get away [In the summer] 
because that's a key time for graduate students. It's easy 
to say I won't go to camp [with the undergraduates] any 
more. You've got to get psyched. It's a psychological thing 
for me to go to camp, to get involved In teaching. It's not 
difficult as far as teaching, but to actually take that 
trip with the [students]. [To camp and] to sleep four 
nights. I find It harder each year. You want to be able to 
present that you're capable of doing this thing. So there's 
some fear in my mind, I guess, as to whether I can keep up 
with that. 
I don't know if I'm getting older or that the students 
are really changing. They seem less respons1bIe,...gettIng 
in assignments, not doing it once, but having to do it 
again. Maybe I'm getting more meticulous [as] I'm getting 
older, or more concerned about it, I guess. My attitude 
towards the students that are going out and teaching is 
they've got to do the lesson plans, the unit plans. I'm not 
one to evaluate material and Just give it back. If somebody 
hands In a unit plan and it's very poorly done, it's not 
going to do them any good to just accept that grade. So I'm 
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the kind of person that-I I say. -Okay, you can do It over. 
I II give you a certain number of points." 
Sometimes it's frustrating when you want them to 
experiment in the laboratory and they find, hey this works; 
and then they go out student teaching and come back and 
say. You can't do that. I couldn't do that in that 
situation." Sometimes I think, well maybe we ought to do 
away with physical education in the secondary school if 
it's just recreation, and if there's no teaching. it's 
going to come to the point, where they're already cutting 
back fewer days in the program. We'll come to the time 
where they 11 just eliminate physical education from the 
secondary school. 
I don t know that they're going to learn to teach just 
in the methods class. I don't know how many kids preparing 
to be teachers really learn how to teach while they're 
here. I kind of question that. 1 guess they do pick up 
something while they're here. I think the way you teach is 
you've got to get out there. We've got to get them exposed 
to the real situation. But 1 don't feel you really learn 
how to teach or coach until you really get working with 
kids, because you learn so much from them. They just come 
and sit in the classroom. They get three methods classes. A 
little bit of exposure is not enough. It's got to be more. 
They go out student teaching and say, "Boy, you didn't tell 
me about this." But you can't relate everything to them 
because you don't know, either. I haven't been in the 
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public schools [recently]. We talk the big game, but we're 
not going there everyday on a regular basis. So there's a 
lot of things we don't know, [also]. 
CHAPTER V 
DESCRIBING THE WORK OF PHYSICAL EDUCATION 
TEACHER EDUCATORS: THE MULTIFACETED ROLE EXPECTATIONS 
Teaching, research, and service are generally the main 
components used by authors to describe the work of faculty 
in higher education. While the participants in this study 
all discussed their thoughts, feelings, and concerns about 
these three constitutive parts in their occupation, they 
also included advising, coaching and teaching activity 
courses, and supervising student teaching as major role 
components. The first five aspects of the participants' 
work will be presented in this chapter, followed by how 
institutional expectations either enhance or conflict with 
a participant's own professional priorities. Supervision, 
however, will be discussed separately, in Chapter VII. 
Teaching: the InfIuence for Entry into 
Higher Education 
The significance of the teaching role is evident 
In the profiles of many of these participants. It seems 
that they Identified with the role very early in their 
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professional lives as they started their careers as public 
school teachers. 
"I feel the most Important thing I do Is teaching" 
(Carol Raymond). This was a prevalent response of many of 
the participants—teaching was their priority. The essence 
of teaching—interaction with students in the learning 
process—was the main criterion for the enjoyment and 
rewards of the teaching role: 
I find something very enjoyable about teaching a 
course and deciding, well, what should the 
students get out of thIs?...Every time I teach...I 
try something different. And then just getting 
some response from students...where they come out 
and say, "Wow, that was really good," or "I really 
learned a lot today."...That's nice. It keeps you 
going (Jane Thompson). 
The significant degree of identification with the 
teaching role could relate to the fact that 13 of the 15 
participants taught in the public schools before becoming 
teacher educators. Entry into higher education often 
occurred as a matter of chance or circumstance. Tony Oaks, 
who has taught at a small state college for over 10 years, 
explained how he left public school teaching, "I got a ca I I 
from a professor [whom] I had done a lot of work with....He 
said they had three fellowships available for next year, 
would I be Interested? I said, you bet!...I hadn't even 
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thought about graduate school [except] In terms of the 
salary Increment." 
One way participants entered Into higher education, 
then, was by Invitation from a former professor. Another 
method of luring the former teachers away from the public 
schools was by giving them an Invitation to remain at the 
Institution of higher education where they had completed 
their Master's degree. Kathryn Fields explained this 
occurrence and said, “I finished [my Master's degree] in 
one year and they asked me to stay. I thought, now If I can 
get some of these students to see what can be done with 
P.E., then I can multiply the Influence." 
Some participants emphasized that they also wanted to 
have an Influence on a greater number of children. This was 
another reason for participants to transfer their teaching 
skills from the public school to the university/college 
environment. Richard Williams stated: 
I always wanted to make a difference in children's 
lives, that's why I went into teaching. I felt 
that what I was able to do as a teacher was rather 
limited and so I thought by going Into teacher 
education...! could probably affect more children 
than Just the children In my classes. 
Apart from altruistic reasons for leaving the public 
schools, there was the desire to seek refuge In 
institutions of Higher educatlon-to escape from the 
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discipline problems or the hectic and rigidly structured 
time-tables experienced In the schools: 
My schedule [Included] six, seven teaching 
periods, one home room every day, and then three 
or four sports [to coach] through the season. And 
I came to the university and found out: you leave 
any time you wish, just do your Job. [It's a] very 
reasonable work load. I enjoy teaching much more 
now than I ever did in the junior/senlor high 
school (Brian Duggan). 
The importance of teaching was thus central to the 
lives of these teacher educators. Components of the 
teaching role, however, such as preparation, and marking 
and grading evoked varying responses from participants. 
PreparatI on 
In the profiles, many participants described how they 
spent numerous hours on their work. Helen AstiI, who is in 
her 50s and has taught in a small state university for over 
15 years discussed how she prepared for her classes: 
Over a week I probably work between 60 to 80 
hours, depending on pressure and time. I want to 
be sure that my courses stay current. Even if I 
didn't have sports school or advisement, I 
probably would be spending a good 40 hours just on 
courses. I rewrite my lectures, rewrite my labs, 
try to plug In new ideas all the time. You just 
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can' t teach 
after 
semester. 
suppose 
with my t 
play golf 
the same thing semester 
1 mean that would drive me wlld....| 
sometimes I think I'm very inefficient 
ime I look at some [faculty] that go and 
or something like that. 
Helen's reflections on the amount of time she spends In her 
preparation is very different from how Steven, who has also 
taught In a small state university for over 15 years, 
perceived his work: 
Being lucky enough to teach the same thing, and 
being in a very special area, I know what I'm 
doing every semester. it's just reorganizing, 
reading, and bringing in the new things. It 
doesn t take that Iong....I'm not deveI op Ing a new 
course every couple of years. I think that's why I 
feel that I'm not overloaded. It becomes easier. 
One of the reasons for differences between Helen and 
Steven In their perception of preparing for classes could 
be related to gender role differentiation. As Helen 
emphasI zed: 
I've finally figured this out, as your children 
and your family no longer need you,...so you're in 
the habit of responding to the needs of others. 
You fill up the empty spaces with work. So I've 
seen that happen to me. I stI I I clean house or sow 
the garden and I still do a lot of hobbies, but I 
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imagine that happens to a lot of women. I don't 
think it happens as much to men, but you fill up 
the empty spaces. 
Mark Ing and Grad Ing 
Marking volumes of work seems inherent In the Job of 
teaching. Some of the participants accepted the fact that 
if they wanted to achieve their overall class objectives, 
then marking material in the evenings and at weekends was a 
necessary part of the job. There was a question, however, 
concerning the impact marking has on the students, 
particularly after spending so much time on an activity 
that seemed such a chore. Tony Oaks relayed his thoughts 
about the process of marking and grading: 
When I correct work, I've thought about whether 
you're Just wasting time. Do the students look at 
what you've given for feedback and are they going 
to use it, or are they just looking at what the 
grade is? I don't put a grade on [their work]. I 
just put a check—so that's what's expected, or a 
check minus Is you better do something else, or a 
check plus is you're really doing a good job. So 
maybe that forces them to look at the comments. 
Many participants of this study described teaching as 
their professional role priority. One reason that they 
enjoyed this role so much could be linked to the fact that 
most participants spent their early careers teaching In the 
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public schools. Components of the teaching role such as 
marking and grading, however, seemed like drudgery to 
undertake for some of the participants. 
Research and SchoIarshIp 
Teacher educators are criticized vehemently in the 
literature for failing to undertake research and 
scholarship. Researchers suggest that because teacher 
educators spent their early career in the public schools, 
they were unprepared for the academic life of the 
university (Carter, 1984). While many participants in this 
study emphasized a lack of desire or ability to research, 
write, and publish their attitudes seemed to be shaped 
more distinctly by the role expectations of the 
institution in which they worked; the type of professional 
preparation program experienced at the doctorate level; and 
the role expectations described to them when they first 
undertook a faculty position. 
When the more senior faculty assumed their jobs, 
research and scholarship were not necessary activities to 
attain tenure. The senior faculty seemed to have an 
aversion toward doing research: 
I'm not a research-oriented person. I'm now 
getting involved in some research, but I'm not 
looking forward [to it]. We've got this brand new 
person In adapted P.E., so he's all gung—ho about 
168 
research. We're trying to look at attitudes 
towards the handicapped In teacher preparation. 
It s a lot of work, and It's not the type of work 
I like to do. I'm not a sit down and do the 
writing [person]. I don't enjoy that. I'd rather 
work with students—the teaching part (Steven 
FouIds). 
Participants who graduated from doctoral professional 
preparation programs within the last decade were much more 
prepared to undertake research. Harry Emery and Richard 
Williams even preferred research to any other aspect of 
their work. Richard stated, "My deepest satisfaction comes 
from the process of writing....! don't write to solve any 
great problems of the world, [but for] my own 
sat Isfact Ion." 
Jane Thompson also stressed the importance of doing 
research, "There's so many questions about what we should 
be doing in teacher educatI on....Every time I read a study 
that Interests me I go, yeah and you know what the next 
step would be? I just get excited." Unlike Richard, 
however, Jane did not feel she had the time to do research 
during the initial years of her job when she had so many 
new responsibI I 111es. 
Greg Evans, who was completing his dissertation at the 
time of the study, felt a little reluctant about 
undertaking research. He had numerous Ideas, however, for 
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tying in research projects with his other professional 
responsIbiI Ities. 
Many participants at both early and late career stages 
stressed their difficulty with or dislike of writing. Carol 
Raymond, who has worked In a small state college for over 
10 years said, "I wish writing came easier to me, but it 
doesn't....It really is a struggle for me." Tony Oaks 
emphasized that he did not like to write, but he felt that 
some of the professional activities in which he and his 
colleagues were involved could be considered research: 
I don't like to write, [but] I have a few things 
published. Our charge here is really to teach and 
turn out the best teacher we can. I was talking to 
Rosemary and said [to her]: the things we're doing 
are research. We're just not documenting. We're 
not writing it down and publicizing it. 
With these participants there did not seem to be a 
dichotomy between research and teaching. Participants who 
valued the activity of doing research saw the activities as 
complementary. As Richard emphasized: “My teaching and 
research, which I see as very, very compatibIe...probabIy 
account for most of the satisfaction of my job. I can be 
curious with both and experiment with both, and so it's 
kind of fun.B 
Although few participants actually conducted research, 
they saw the necessity to incorporate research into their 
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cI asses. For example, many expressed how Important It was 
to include information from research on effective teaching 
skills in their methods class. The amount of research and 
Information to read, however, can be overwhelming as Greg 
emphasI zed: 
The one thing I did learn in my doctorate degree 
Is how much I need to learn. You Just can't keep 
up with the volumes of material that [comes] out. 
You try and keep one of the journals by your bed, 
and try and read something! 
The ideas expressed by Greg concerning the volumes of 
reading material, and also by Jane who was overwhelmed by 
her numerous professional roles, highlight the process of 
"Intensification" which Apple (1986) describes as 'a 
symptom that erodes the privileges of educational workers' 
(p. 41). One aspect of Intensification takes the form of 
not having enough time to keep up with one's field. This 
could also extend to not having enough time to undertake 
research to help understand or develop insights into one's 
professional field. 
The younger faculty seemed more inclined to undertake 
research than the senior faculty. Although some senior 
faculty believed they were doing research but had not 
managed to write or publish the material, a caution readers 
should bear in mind is that these individuals may have 
varied In their conception of the research process. In 
rptrosoect. It would have been Interesting to ask 
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participants to describe their percept I on of do I ng 
research. 
ServIce 
The service component consisted of a number of diverse 
activities: writing program evaluations; attending and 
presenting at conferences; and serving on various 
departmental, college, and community committees. 
Writing program evaluations can be a trying time for 
all faculty members in a department. Janet Sayles, who has 
been teaching at a smaI I state col lege for over ten years, 
emphasized that much of the work concerning writing 
reports for organizations such as NCATE goes uncompensated: 
Last year was horrendous. We went through three 
evaluations of our program. We were all busy 
writing these reports....! was I osing my mind. We 
were all just physically drained. But you don't 
get release time or any compensation for doing 
that type of thing. 
For many participants, attending conferences was 
important for keeping updated in the field of physical 
education and teacher education. Greg Evans also emphasized 
that he went to principals' and super i ntendants' 
conferences to present and project a positive image for 
physical education. 
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It was the heavy Involvement In committee work 
demanded by program evaluation and other administrative 
functions about which the participants spoke most 
vehemently. Generally. participants perceived committee 
work to be a waste of time: 
I've been on the personnel and curriculum 
committees the last three or four years. It's a 
frustrating experience. The frustration comes from 
after you as a group, elected by the faculty, take 
the time to do a thorough evaluation, or assess a 
new proposaI...you take a recommendation to the 
next level and it's Ignored. It goes in a file 
somewhere. No action Is taken on it. Committees 
can kill you timewise (Helen AstII). 
Helen's assessment typified the perceptions of many 
participants. The lack of impact, excessive work 
requirements on occasion, and time taken away from other 
preferred professional roles such as teaching and research, 
were prevalent beliefs shared among these teacher educators 
about service In general and committee work In particular. 
There were, however, a few positive reflections on the 
usefulness of committees. Some participants emphasized that 
serving on committees represented an element of control in 
the functioning of the program. Sarah Morris, who has been 
teaching at a large state college for over 15 years, 
offered her thoughts about committee work: "It's rather 
nice to have committees because committees have to make 
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dec IsIons. [So decisions] are not Just being handed to us. 
We can Investigate our own problems. So It's nice to have 
ell that involvement.- But again there was a tempering of 
this perception by Sarah, who added: -[But] It can be time 
consuming and you don't get any credit. it's Just sort of 
expected that you do committee work." 
Serving on committees can enhance positive faculty 
communication and also help In attaining promotion: 
I think [committee work] Is a responsibility of 
being a college faculty member, particularly the 
Teacher Preparation Committee. The program 
wouldn't be as good as it is if we didn't have 
that communication....You don't really get credit 
for it in terms of load. I guess you do get credit 
in terms of faculty rank (Tony Oaks). 
The desire to gain promotion can take away the altruistic 
feelings some faculty initially experienced when doing 
committee work: 
I was a member of the school committee. We built a 
school in the local neighborhood. [I was also a] 
member of the Recreation Council....! did It 
because I liked to do it. After a while you find 
out that [work] goes on your resume. 
Unfortunately, then it doesn't become something 
you do because you I ike to do it. You do it 
because you feel It builds up your points (Brian 
Duggan). 
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can Getting elected to prestigious college committees 
also help to elevate the status of faculty in physical 
educatI on: 
I'm serving on a search committee for the new 
provost. So one thing you think Is, well that's 
going to entail a lot of work. But getting elected 
Is rewarding: that there are people all over 
campus that think you would be worthwhile to serve 
on such a committee (Ian Green). 
This point was noted In a pilot study (Williamson, 1987) 
where faculty emphasized that despite the often expressed 
negative associations with committee work, their 
professional self-worth seemed to be validated when elected 
to "important" college committees. 
One would expect that having the power to make 
decisions through the committee process would be a positive 
aspect of this professional task. Even though some 
participants stressed a few positive thoughts about 
committee work related to Improving programs, elevating 
professional status by serving on campus committees, and 
making departmental decisions, the most prevalent theme for 
participants was the worthlessness of committees. 
It seems that the following factors contribute to the 
negative responses toward committee work: extensive work 
that Is sometimes needed when writing reports, a lack of 
policy implementation after writing committee 
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recommendations the frustrations of working with a number 
of People when trying to reach a consensus. and the time 
required to serve on committees taken away from more 
preferred professional tasks such as teaching or research. 
An overriding factor that seems to add to the negative 
perceptions of committee work is that the frustrations have 
to be endured with very little professional compensation or 
credIt. 
Advising 
Advising students is a component of faculty life that 
is rarely mentioned in the literature, yet it can be time 
consuming and overwhelming, particularly for new faculty 
members: 
There were a variety of forms: independent study 
forms, credit course evaluation forms, transfer 
credit evaIuation....They were so foreign to me. I 
had no idea what I was supposed to do with them. 
Later, the Guidance Office sent over a whole stack 
of course evaluations and I said, great, what the 
hell am I supposed to do with these things?...It's 
a miracle that the kids somehow survived it....I 
resent the time I spend on advisement. But when a 
student comes into my office and says, “I'm really 
confused," I'll never send them away. I can't do 
that. It's not their fault that I had the work 
dumped on me (Jane Thompson). 
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Faculty could have numerous students to advise. Some 
participants mentioned they had up to 65 students each 
year. Although the faculty rarely have extensive contact 
with all their advisees, there still was the potential for 
a very intensive advising schedule. There appeared to be 
little assistance In helping the neophyte faculty member 
"ease" into this aspect of their professional role: 
Advising was just a pickup type of thing because 
there wasn't any training. They give you the 
materials and say, well, this Is what you do. At 
the beginning it was very much a hit and miss type 
of thing because you try to be as conscientious as 
possible. But if you don't know the information 
you could mislead the student (Janet Sayles). 
The more senior faculty expressed a relaxed perspective 
about their advising role. As Steven Foulds said. 
Advising them for 15 years you're pretty set on 
what they need to take....I don't have to spend 
two hours working with one student, whereas the 
new people coming in don't understand. It takes 
much longer. So the older you get the easier it 
gets, I guess. 
Some participants directed the responsibility for 
advising from themselves to the student: 
I try to teach the students to do their own 
scheduI Ing....If they can't plan for themselves. 
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they're not going to plan for themselves when they 
teach. But I let them know that If there are any 
problems they should come and talk to me (Harry 
Emery). 
The role of “counselor" seemed to be an extension of 
the advising role. Many participants mentioned situations 
where they needed to make time to listen to student 
concerns: 
You end up being a counselor with the students. I 
think that's really important. I've had students 
calling up on Sunday afternoons...[say Ing], “| 
really need to talk to you."... If your door is not 
open to talk to the students I think you lose 
credibility (Greg Evans). 
Advising, along with committee work, seems to be 
another task that goes uncompensated in terms of time or 
credit. The positive aspect revolves around the 
participants' Interactions with their students. It seems to 
be a rewarding experience for participants to help students 
reach their career goals or solve personal problems. 
Although senior faculty felt comfortable in their 
advising role. It seems as though more help is needed when 
young faculty have to assume the role of advisor. Perhaps a 
mentoring system would assist the younger faculty in their 
initial years to ease them into the advisory role. 
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Coach Ing and Teach Ing Act Ivlty Courses 
The inherent appreciation for sporting activity was the 
primary motivator for many of the participants to become 
involved in physical education. Everyone had experienced 
success in some sport and saw physical education as a means 
of pursuing a career associated with physical activity. 
Another mechanism for entry into higher education and 
ultimately becoming a physical education teacher educator 
was the desire of many participants to teach activities at 
a higher level. As Janet Sayles said: 
[After teaching at the high school], I went to a 
university and taught there for seven years. It 
was a great program. I started as a physical 
education instructor and then gradually got Into 
the teacher preparation programs that were 
designated for physical education majors in the 
activity areas such as WSI [Water Safety 
Instruction], badminton, fencing, and volleyball. 
I also coached women's intercollegiate volleyball, 
synchronized swimming, and tennis. 
Teaching can serve as a medium for an individual to 
continue another primary career Interest (Lortie, 1975). 
For the participants in this study, teaching physical 
education was a convenient career contingency for aspiring 
coaches: "The overriding [thing] in my life was to get into 
coaching and that was after the playing days were over. 
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Somebody said to get Into coaching you should major m 
Physical education" (Brian Duggan). Brian enjoyed coaching 
at the high school level more than any other aspect of his 
job. When he assumed his present position he was a football 
coach and also Involved in supervising student teaching. 
Brian is no longer Involved with the coaching aspect of his 
pos111 on. 
Ten to twenty years ago, when many of the present 
participants were becoming involved in higher education, 
starting various teams was a more viable option, 
particularly in women's sports. As Sarah Morris explained: 
I coached volleybalI here. I started the team because 
they didn't have women's voI IeybaI I....Then I got out of It 
after five years because the responsibilities were just too 
great and I wasn't getting any credit for coaching." 
Many of the participants were deterred from coaching as 
athletics became more aggressively promoted in higher 
education. Yvonne Jones emphasized her beliefs: "When you 
start [paying athletes], I can't go along with that. That's 
why I decided to stop coaching. I couldn't go along with 
not giving every [student] a chance." 
None of the participants were involved in the coaching 
role at the time of the interview. Coaching and teaching 
activity courses at institutions of higher education, 
however, were motivators for senior faculty to leave the 
public schools. For both senior and junior participants 
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past experiences in coaching seemed to affect their 
perception of the teaching/coaching role. 
Many authors and researchers believe there Is an 
implicit conflict between the teaching and coaching roles 
(Bain & Wendt, 1983; Locke & Massengale, 1978). in the 
coaching setting students are highly motivated and well 
ski I led. Results are also publIcly visible and thus it can 
be a rewarding position for a successful coach. When 
teaching physical education classes, students have to 
attend and there Is a diversity of skill ability. Nobody 
really acknowledges what goes on in the gym, so the 
feelings of success are not as apparent for the teacher as 
for the coach. The more senior teacher educators saw the 
teaching and coaching roles as less of a conflict than some 
of the younger faculty. Senior faculty were more inclined 
to see the two roles as the same, with the only contrast 
resting on the teacher and the coach addressing contrasting 
levels of student ability. 
At the time senior faculty were hired, coaching was 
included as one of their expected professional roles. Over 
the past 20 years, job expectations seem to have changed 
for physical education teacher educators. None of the 
younger faculty were asked to coach when initially 
employed. Their professional responsibilities were 
primarily connected to the preparation of physical 
education teachers. The deletion of coaching resulted from 
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teacher preparation and coaching becoming more specialized 
fields. 
Physical education teacher educators have numerous 
professional tasks to undertake. Many participants lamented 
the lack of time they had to conduct all facets of their 
work. The combined Impact of insufficient time and multiple 
duties resulted in feelings of being "strung out" or 
"wearing thin." The decisive elements influencing the 
personal economy of work, time, and energy are the 
expectations set by the institution. The perceived demands 
of their workplace determined how participants perceived 
their role, carried out their work, and valued their 
rewards. 
InstitutionaI Expectations 
As coaching has dec I i ned as part of the 
responsibilities expected of a physical education teacher 
educator, work patterns for people in this role 
increasingly resemble other teacher educators in the SCDEs. 
As mentioned previously, advising was identified by 
participants as a major duty which counts for nothing. The 
main tasks for assessing professional progress which could 
lead to obtaining tenure and/or merit pay increases are 
research, teaching, and service according to institutional 
expectations. 
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there were no For the participants In this study, 
distinct differences between the expectations of smaller 
and larger universities and colleges. The different demands 
on the faculty seemed to be shaped by administrative 
priorities and pol Icies at individual Institutions. There 
were diverse expectations In both universities and 
coI Ieges. 
At the large university where Richard Williams is 
employed, he described how the workload was allocated 
according to the preferences of each faculty member: 
Our department chair has reorganized the merit pay 
system so there's a formula based on what your 
work allocation is. For example. If you're 
allocated research time you don't necessarily get 
merit pay for it because you have so many more 
publications than somebody else that didn't have 
any research time. I think my positions is a 
little unusuaI....My teaching load is very light. 
I have much more time available for research and 
that's unusuaI. 
Richard seemed content with the amount of time he had 
to undertake his professional duties and really appreciated 
that he was able to concentrate on his research. In both 
smaller universities and colleges, however, some 
participants were thankful that they were not expected to 
publish along with all their other duties. The reflections 
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of Janet Sayles typify the thoughts and views of other 
participants at Institutions which valued teaching more 
than research: 
It's fortunate for me that this college Isn't that 
publish/perish type of environment. You have the 
option to go ahead and do research, but It's 
mostly on your own rather than getting any release 
time. I've never been threatened [with] the fact 
that I had to do research—or I couldn't stay 
here.... I wanted to do the best Job I could in my 
teaching and that's what I came here to do. 
Where research was an expected practice in a college or 
university environment, frustrations were expressed by both 
senior and junior faculty. Some of the senior faculty have 
had to face changing institutional priorities, and the 
junior faculty have had to cope with numerous Institutional 
expectations in addition to doing research. 
Senior FacuIty: Pea Iing with Changing 
Institut IonaI Priorities 
Many of senior faculty were hired at a time when 
teaching was more highly valued In American institutions of 
higher education. As the surge for increased scholarship 
continues, so Institutional priorities have changed. As 
Yvonne Jones stated: 
At one time teaching was always up there with 
research and servIce....Now [the president s] 
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saying research Is the thing that everybody has to 
do, and teaching Is all right, but It's not as 
Important as research. Some of us that feel 
teaching Is Important are really disappointed. 
The institutional priority which leads to rewarding 
research rather than teaching reaffirms the lower status of 
the practice of teaching. As Yvonne emphasized, some of the 
senior faculty felt undermined and professionally devalued 
by changing institutional priorities. 
As time has progressed, so qualifications for obtaining 
faculty positions have increased. Among the participants 
one prevalent dif ference between the genders was I n 
possess Ing the doctorate. Six of the seven men have the 
term Ina1 degree , and the seventh participant was Just 
comp 1et1ng h I s dIssertat I on On 1 y four women out of the 
eight have the doctorate. 
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Of the four women who have the doctorate, two had to 
get the degree in order to continue in the profession. 
Janet Say Ies explained her situation, which was similar to 
the experience of Carol Raymond: 
I would probably stI I I be at that university 
except for the stipulation that you had to have 
your doctoral degree. I wasn't really thinking of 
making changes because I enjoyed it. I thought I d 
stay there forever and ever. [However], after the 
seventh year I could not stay any longer. 
185 
Four of the five women over 50 struggled with the 
prospect of trying to obtain the doctorate at some time In 
their professional lives. Somehow getting the degree Just 
seemed out of their grasp. Helen had four children to bring 
up by herself and felt she could not uproot the family to 
go to a doctoral institution. Yvonne started the doctorate, 
but stopped due to the research component of the course. 
Ruth grappled with the choice of leaving the area to do the 
doctorate or continuing a valued friendship. Sarah has been 
enrol led In a doctoral program for 12 years and described 
her reasons for doing the doctorate In the following 
manner: 
Right now I'm an assistant professor and before I 
can become an associate professor I have to have 
the degree. Now sometimes they will give it to you 
without the degree, but you really have to have 
made some contributions and I think in my case I'd 
have to have the degree. 
JunI or FacuIty: StruggIe for Tenure 
Three of the four junior faculty expressed their 
concerns about getting tenure. Harry Emery perceived that 
he had fulfilled the institutional expectations to acquire 
tenure and wondered how long he could wait to be rewarded. 
The Idea that multiple job tasks have to be fulfilled for 
young faculty to obtain tenure, however, was certainly an 
issue for Greg: 
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There's only so much you can do. And I think the 
university has to realize that. I'm not going to 
be pub I IshIng three articles a year whI le I *m 
teaching three to four classes a semester, have 30 
advisees, and supervising student teachers, plus 
summer classes. So I would hate to get to the 
point where I don't advance because I've only done 
one article a year. 
Summary 
The role of a physical education teacher educator seems 
multifaceted—participants undertaking various tasks that 
are expected, but uncompensated in terms of time provision 
and monetary gains. Many participants emphasized how 
exasperated they became at times with all the work they had 
to undertake. In the case of Richard Williams, however, the 
administration had funds and the wisdom to allocate time 
according to faculty expertise. 
Traditionally, the primary task for faculty in a 
university is to undertake research and scholarship for 
publication (Bledstein, 1978). Colleges, on the other hand, 
have been more likely to emphasize the teaching function. 
There were no such differences, however, between the 
expectations encountered in the university and college 
environments of the participants in this study. Both types 
of Institutions gave priority either to teaching or to 
research depending on local circumstances. 
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Changing priorities had an effect on both Junior and 
senior faculty, particularly the women. To get promotion, 
faculty are expected to have the doctorate-a qualification 
which only one woman of the five over the age of 50 had 
obtained. More Is expected of Junior faculty In order to 
get tenure in today's positions. Further, the changing 
priorities toward research have made some senior faculty, 
who were originally hired to teach, feel professionally 
under—valued in their work. 
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CHAPTER V I 
COLLEGIAL RELATIONS AND THE INTERPLAY OF 
PROFESSIONAL AND PERSONAL STATUS 
Day to day Interaction with col leagues is an Important 
influence on how an individual feels about the work they 
perform. In addition, the quality of collegial interaction 
has a bearing on the individual's perception of their 
occupational status. Personal factors related to gender and 
marital status, however, provide powerful influence over 
professional interaction with colleagues. This intersection 
of personal and community factors creates the daily fabric 
of social interaction through which teacher educators play 
out their professional roles. In this chapter, collegial 
relations with faculty and administrators both within the 
physical education department and the wider institution 
will be discussed. 
Col leg la I Re I at ions Within the Physical 
Education Department 
Historical Background: Gender Separated Departments 
One of the unique historical situations that occurred 
in physical education was the separation and independent 
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function Ing of the men's and women's departments. The 
senior participants reflected on their feelings as younger 
faculty entering Into gender segregated environments. 
Kathryn Fields, Yvonne Jones, and Brian Duggan described 
the existence of cliques and how the "old guard" upheld 
the bastions of tradition In gender segregated departments. 
It seemed very difficult In the earlier days for the 
younger faculty to break into the established circles of 
re I at IonshIps. 
During the late 1960's and throughout the 1970's male 
and female departments were amalgamated, partially through 
the influence of Title IX. The merger seemed to have more 
of an adverse affect on the women as Janet Sayles 
exp I a Ined: 
There was a lot of uneasiness because everyone 
[was] set in their own ways. How were [the men and 
women] going to work together, because perhaps 
they had different philosophies? There was fear in 
terms of am I going to lose my job? There was a 
lot of tension—not knowing whether change [was] 
going to be for the better. There was great 
concern [because the women felt that their] 
program was much stronger than the men's program. 
[So the women] did not want to give up [their 
program] to accommodate others who may not have 
the same standards. 
190 
The women seemed threatened by the fact that after the 
merger the men would fulfill positions of leadership they 
once held. They also seemed to fear that the quality of 
their program would deteriorate after the merger. Despite 
the Initial fear women experienced concerning the 
possibility of losing their positions, generally both male 
and female senior participants stated that the 
amalgamation of departments was not "too difficult." 
Some participants may have believed that the merger 
was not traumatic for either men or women. The profiles of 
Kathryn Fields and Yvonne Jones, however, portray a 
contrasting picture which belied the tale of "everything 
came out fine." Both profiles depict past and present 
experiences of professional inequities related to gender. 
Kathryn Fields was dismissed as women's chair and 
explained her perception of why she lost her job: 
What I believe happened is that I was fired due to 
my commitment to Title IX. The idea was to merge 
the departments [men's and women's physical 
education] and athletic programs. The two men 
would be appointed Chair [of physical education] 
and Administrative Director and would be given 12 
month appointments. 
The merger of the departments was obviously a difficult 
period for Kathryn Fields. She also believes that as a 
result of her history in the department, she is still being 
discriminated against today. 
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Yvonne also felt gender discrimination was not a 
reality only of the past. She perceived that being a single 
woman affected her present day to day Interaction with the 
male faculty: 
Just [the] little things that have to be done In 
the department, the women end up doing. I think a 
lot of the men [think], "You're single. Hey, you 
can put the time in. We're married; we've got 
other commitments." And I'm saying, "Hey, hog 
wash." With a single person, the men think [we're] 
a dumping ground [for work]. They think that we 
don't have any other priorities. 
MaritaI Status and Gender Interaction 
Of the seven men in the study, five were married, one 
was divorced, and one was single. For the eight women, the 
reverse of this marital pattern was apparent: one was 
married, one was divorced, and six were single. This 
difference is perceived by some as a limitation on 
collegial relationships. Yvonne mentioned, for example, how 
diminished she felt at times being a single woman in a 
department dominated by men, particularly married men. 
In Yvonne's profile she talks of the cliques and the 
"boys' club" which she perceived were in operation around 
her. As women have moved into faculty positions where they 
tend to be the minority, there is the awareness of entering 
an unfamiliar environment—the "male culture" (Johnson, 
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1987). Women can feel uncomfortable with the way they seem 
to be excluded from the Informal Interaction and networking 
seems to take place among male col leagues. 
One of the prevalent stereotypical labels applied to a 
single physical education woman Is that of lesbian. There 
were only hints about how this label affects the 
professional lives of the single women; these particular 
comments were made off tape, and as such it would be 
unethical to describe the conversations in detail. 
There were suggestions about the effects of the 
prevailing lesbian stereotype, but this issue was not 
directly addressed in the interviews. Whether the single 
women were lesbian or not, I could not avoid speculating 
about how the homosexual stereotype might have affected 
their lives as teacher educators. Due to the delicate 
nature of the subject, however, I did not feel confident 
about directly soliciting the women's views. Although there 
is a great need to undertake sensitive research to 
understand the experiences of people living alternative 
lifestyles (Griffin, 1987), gaining access to such 
information Is a formidable task for the researcher and a 
potentially threatening experience for the participant. 
There is much yet to be learned about the experience of 
single women in physical education. I felt this 
particularly after Helen AstiI, who is divorced, 
described how she felt gender and marital status influenced 
the professional roles of herself and single women: 
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Women buy politics much more than men do. Men are 
straight. Men say, - I just don't like that Idea. 
I think It's crazy." Women have to get three or 
four people to agree with them-I've never been 
part of it because I vote the way I feel I should, 
and that's confusing to people. I've had more 
people ask me "What group or what side are you 
on?" And I've said, I'm on the side of the 
students....I think a lot of it comes from being 
married. Five of the women are married and because 
we have another life our perspective is somewhat 
different. Any profession can take you over. I 
think that's a problem with a lot of single women, 
and that makes you sad. A lot don't enjoy it. I 
don't want to talk about P.E. when I'm not here. I 
want to talk about how to bake a sponge cake, 
what's going on in the world. I don't want to talk 
about students because that's [usually] negative. 
I think women who are single stick together. 
Sometimes you get boxed in, in too many ways and 
then you become narrow minded, and then you become 
bitchy, and you lose sight of what you're trying 
to do. 
The Implicit assumption in Helen's perception of the 
life of single women is that being unmarried means that you 
don't have a family. Another point which arises from 
Helen's response is that she seems to appreciate how men 
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deal with politics In the department. Unlike Yvonne who 
believed she was isolated from Interacting with male 
faculty, Helen almost seems to be "one of the boys.“ 
CooperatI on, ConfI Ict, and I so I at I on: Departmental 
Co I IeagueshIp 
An overriding problem stressed by many participants was 
the lack of time to be with other faculty. This factor 
hindered any form of collegial Interaction. As Carol 
Raymond explained: 
I work with Dave a lot and he's been super In 
terms of sharing [ideas]. I really appreciate 
colleagues who share, [but] there isn't much time 
in the day to discuss things—that's the 
unfortunate part. 
When the participants spoke of their collegial 
relations in the physical education department, their 
descriptions varied from a picture of congenial alliances 
based upon similar professional interests to lengthy 
accounts of Isolation, conflict, and frustration. 
CooperatIve Re I at ions. At one college, participants 
described a harmonious picture of positive working 
relationships with their colleagues. Janet emphasized the 
criteria for the cooperative relations among the faculty: 
We have a group of five on the teacher preparation 
committee. We meet at least once a month. 
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sometimes twice, and we talk about things we need 
to improve. One of our strengths Is that we are 
very open, and we share ideas. We're trying to let 
everybody know In our particular course what we're 
doing, l think the Interaction [among] the faculty 
is very good....We also socialize outside [of the 
InstI tut ion]. 
One of the factors which may influence the development 
of cooperative relationships among faculty is the number of 
faculty involved in teacher preparation in a physical 
education department. In the situation Janet described, 
five faculty were solely responsible for teaching and 
supervising the undergraduate professional preparation 
students. Here was a group of people considered by 
themselves and others to be physical education teacher 
educators who shared a common goal and were willing to 
spend time working on the program as a cohesive group all 
with similar interests. Larger and more diverse groups, 
such as that represented In Harry Emery's institution, make 
close cooperation more difficult. 
ConfI ict1ng Re I ations. in some departments only one or 
two people may have been hired to be teacher educators. 
Participants told several stories which depicted their 
frustrations concerning the lack of communication among 
faculty who taught the methods courses and other faculty 
who were assigned supervision duties in the pub I ic schools. 
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Sarah Morris described her situation In a large state 
col lege: 
If I had more time to spend, I think I'd upgrade 
some things that are not being done, [such as] 
working with faculty who are In teacher 
preparation—all of us working as a group toward 
common goals....But those goals are not 
exp IIc11....What everyone does now Is they have 
the I r own mindset in terms of what should be 
[done i n supervIsion]. ...One of the major factors 
is that [supervision] may not be their major 
Interest. To be honest , 1 think the superv1sI on 
aspect is the weakest part of the 
program.... They're not scheduled for classes, 
therefore it's a nice thing to have....No one has 
ever asked me, "What do you teach in your methods 
cI ass?"...EIther they think I'm doing a good Job, 
or they really don't care.... There's no 
accountability. We have no system of making sure 
that folks go out when they should and what they 
do. But If they're doing something that the 
students don't really appreciate, especially in 
conferencing, and If [the students] get fed up 
they'll let you know. The biggest complaint [is], 
"Well, they only stayed ten minutes and walked 
out." Unfortunately, we continue to assign these 
faculty to supervise. And I think that's sad. But 
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again we're a small department and two people 
can t take care of the whole program in terms of 
teacher preparation. So you have to Involve other 
facuIty. 
Among department administrators there seems to be the 
Implicit assumption that anyone who can teach can also 
supervise. This assumption is characterized by faculty 
members being assigned supervision to fill up their time 
table irrespective of training and experience. It Is also 
reflected in fragmentation of effort and lack of 
communication among faculty. The proposition that effective 
supervising is largely a matter of personality and good 
intentions, not requiring any particular set of 
professional skills, frequently undermines the value of the 
work undertaken by faculty involved in professional 
preparation. 
There also were faculty relationships that seemed 
superficially amiable, but that contained underlying 
animosities. This was most evident when participants 
described the way some people undertook their work. The 
difference in professional values reflected in work habits 
was rarely confronted by faculty. Helen AstiI emphasized 
how she appreciated working with a new young faculty member 
but experienced frustrations working with another faculty 
member in the department: 
I really enjoy [working with Alan] immensely, 
because It sharpens me. He's been in school much 
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more recently than I-We work well together, but 
we share the same philosophy. Peter's a little 
different. I have to be dead before I cancel a 
class. In the last 20 years I've never missed a 
class. If you compare Alan's and my class meetings 
with the number of class meetings Peter has, you'd 
find a great difference. He only meets half his 
labs and I want five more....It's his business, 
but his kids come to my labs and Alan's labs and 
that's touchy. I don't mind them coming if they 
want to come, but I don't want to get into 
anything with Peter. I've tried to get him to Join 
us in our meetings, but.... 
Showing similar dispositions towards their work enhanced 
Helen's relationship with Alan. In this situation. Junior 
and senior faculty worked well together. Her relationship 
with Peter (a senior faculty member), however, was far from 
satisfactory and yet Helen did not confront Peter about his 
professional conduct. 
Contrasting beliefs and values among faculty were a 
common underlying reason for tension. Over the past decade, 
there has been more research conducted in the fields of 
physical education and teacher education. This has has led 
toward a more theoretical perspective in the field of 
physical education which can fuel conflict, particularly 
between Junior and senior faculty. As Yvonne (a senior 
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faculty member) Indicated: “All of us were Interested in 
activities as a foundation [of physical education]. Most of 
us probably went Into physical education because we enjoyed 
being active. We wanted to share this with people. We felt 
we had something to offer." Yvonne stressed that the 
opposing views of the younger faculty, who emphasized that 
the number of activity courses required for undergraduates 
should be reduced and replaced by more theoretically 
oriented courses, would probably result In continuing lack 
of consensus in deciding the content of the undergraduate 
currIcuI urn. 
Within the physical education department itself, some 
participants mentioned an implicit hierarchy among faculty 
based on their expertise in the subdisciplines of physical 
education. As Richard Williams explained: 
There's an implied hierarchy to status in our 
department, [and] in any department that I've 
looked at. Usually exercise physiology will hold 
the highest status in physical education. [The 
exercise science faculty] usually look down on 
teacher preparation as being less than [their 
subject]. 
It appears that the credibility of science is thus 
reaffirmed within departments of physical education. It 
also seems the closer faculty responsibilities are related 
to working with schools and children, the more diminished 
the status of the faculty. 
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There were conflicts among faculty In regard to who 
teaches activity courses (such as tennis, soccer, 
gymnastics, etc.) to undergraduate physical education 
students, how activities are taught, and the way 
administration devalued activities as Indicated by credit 
allocation. Ruth Palmer explained the faculty problems In 
her department: 
[Faculty] are getting older and within the next 
eight years we're going to have a mass exodus of 
faculty because of age. The older they get the 
more they don't want to get involved in activity. 
And how to get them to change their attitude? I 
don't know. [But] it has to be a team effort. 
A lack of congruence between what teacher educators 
taught in their methods classes and how other faculty 
members taught the activity classes was also a bone of 
contention. As Carol Raymond explained: 
Sometimes you feel annoyed at some [faculty 
member] who's not as competent as they should be. 
The kids will say, "How come so and so in our 
activity class teaches this way and we've been 
told to do it this way?"...It's a hard situation 
because some of these faculty are tenured. Come 
hell or high water, you're not going to move 
them.... I've been here long enough to have 
significant input into who we hire. So you tend to 
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hire people who you feel can do the job and have 
simIlar vaIues. 
The administration also devalued activity courses In 
their response to credit allocation. As Janet Sayles 
exp I a Ined: 
[I teach] fencing. That's a fun course. I think 
It's good to be Involved In the activity program. 
It's a quarter course and we meet three times a 
week. [The students] get a full credit; I only get 
.75 credit. So the students get more credit than I 
do! 
Many participants, particularly the senior faculty, 
felt that activity courses are the essence of physical 
education. The fact that the administration In many 
institutions allocates less credit to more practically 
based courses reaffirms the notion that activities are less 
worthy than theoretical courses. 
Isolation. From the stories of many of the 
participants, there was evidence that both Junior and 
senior faculty feel isolated in their professional work. 
The socialization of the young faculty into their 
professional roles varied among the four participants, 
Richard, Harry, Jane, and Greg. One of the 
overriding themes that comes through is how isolated they 
all seem in their respective departments. 
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Richard was considered to be the expert In teacher 
preparation In his department and the only person In his 
field. He said that there was no one with whom he could 
discuss his work. He explained, however, that he received 
professional support from colleagues in other Institutions, 
and so he did not require that type of Interaction on a day 
to day basis. 
Harry had to assume a leadership role for revising the 
undergraduate curriculum as part of his Job description: 
I guess If I'm shaking things up and people are 
getting angry then I'm doing something. I don't 
know if it's right or wrong. I don't like to make 
people angry. I don't like that feeling of people 
not walking by my door and saying hello. That's 
been going on for about a year. But when It's said 
and done maybe they'll forget why they were angry 
and just be proud of what we've come up with. 
You've just got to take criticism. It's not easy. 
It's not easy to swallow. It's not easy to take. 
I'm not sure I'm a leader, first of all. 
In Jane's department, there were a number of faculty 
Involved in teacher preparation. It seems that Jane could 
not talk about professional matters, however, with her 
colleagues. She perceived antagonistic and uneasy alliances 
among the faculty when she arrived in her new position. She 
explained that the way the faculty decided to help her was 
to try and alert her to who was fighting against whom: 
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They're very self-serving-| think some people 
resented when they were non-tenured, being dumped 
on the way I am to the extent that they promised 
themselves that once they got tenured they would 
go tell other people to go screw.... They don't 
seem at this point particularly Interested In how 
well they're educating teachers. What they talk 
about Is mainly what they're going to do on their 
next vacation; what conferences they're going 
to....It's unfortunate. It's very frustrating. But 
what I find myself doing is, I guess, what a lot 
of pub I ic school teachers do. I do as much as I 
can with what I can affect—my classes. That's my 
domaIn. 
Greg Initially had a faculty member who helped him 
through the early years, giving him research articles to 
read, and helping him to think about ways of presenting 
material. When that particular person was promoted to 
another department, Greg was left without anyone with whom 
he could discuss his work on a day to day basis. 
It seems as though the junior teacher educator is as 
Isolated as the young teacher entering into the public 
schools during the induction years. In his profile, Harry 
complained of not having a mentor. During the first few 
years In the profession, it would seem appropriate to have 
some form of mentoring system for young faculty—to help 
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socialize them Into their new role. An off-hand remark by a 
senior faculty member makes one wonder about the effects 
on newcomers of the Implicit hierarchy In the allocation of 
work distribution: "I'm not teaching as many different 
classes as I used to, which is nice. I guess the newest one 
gets the worst schedule" (Sarah Morris). 
Some senior faculty also seemed isolated In their 
work. As mentioned previously, Yvonne seemed isolated 
because she believed that the dominance of male faculty 
resulted in her being socially excluded. 
It seems that some senior faculty Just "got on with 
their work," needing little collegial support. Perhaps 
after a number of years senior faculty feel comfortable in 
their subject area and do not require the collegial 
support, in the form of having someone with whom to discuss 
ideas of teaching and research, that some Junior faculty 
desired. Or perhaps as Helen suggested in her views 
concerning Peter's professional conduct, some senior 
faculty seem to "retire on the job." 
Relations Outs Ide the Department 
Participants relayed stories describing their 
Interaction with faculty and administrators outside the 
physical education department. Some participants expressed 
how they themselves and physical education teacher 
preparation programs were perceived by other faculty (which 
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was particularly evident when serving on college 
committees) and administrators. 
A positive aspect for attending committees outside the 
department was that participants were able to to Interact 
with other faculty. As Janet Say Ies explained: 
One of the good things about the outs 1de 
committees i s that you have a chance to meet 
faculty [outside the department]. It's infrequent 
that we get across to the other side of the track 
so to speak. I don't think we have enough of those 
times—just to socialize and say, "To hell with 
everything else. Let's just meet and talk." 
Talking with other people, I think, is important. 
For some participants, the perpetuation of the "Jock 
image" was prevalent in how other faculty looked upon 
physical education faculty: 
Some [faculty serving on the same committee] say, 
"Well you don't look like a physical educator." 
That's a common reaction. [I say], what should I 
look like? They think I should be wearing jock 
[clothes]. Some physical educators come to 
committee meetings and do not participate, or miss 
their meetings. That kind of reinforces the 
stereotype that we don't care about academics. So 
I think [other faculty's] judgments are formed by 
your own behavior. I've served on numerous 
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committees, having been here for many years. So I 
guess people see that I contribute. I'm asked to 
do it again and again. Maybe having the doctorate 
is different. Maybe it makes you more academic 
than a coach (Carol Raymond). 
It seems as though physical educators themselves, by their 
own behavior, may help perpetuate the physical education 
stereotypes. It also appears that having a doctorate helps 
to project a more "credible academic image" to faculty 
outside the physical education department. 
Some participants felt very positive about their work 
and how their programs were perceived by people outside 
their department: 
As a department in the Professional Education 
Division our department is looked upon as the 
leader in terms of having [high] standards, 
requirements, and expectations. I know this from 
several conversations and comments back and forth 
from other people from the president, the academic 
vice president, all the way down. So that's good. 
Outside of the Professional Division, however, Janet 
perceived a different feeling about the status of her 
profess I on: 
Outside the Professional Education Division, I 
think there are some that view us as not being 
academic In terms of high standards. I'm not sure 
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what particular committee It was, but they didn't 
seem to think a physical activity requirement 
should be part of the general requirement. They 
kept coming back to the fact that It's really not 
an academic area....When other people don't value 
you, then it hurts. 
Steven explained why he felt people outside physical 
education seemed to scorn the academic credibility of the 
field. He also described how he reacted to the situation: 
[Faculty outside the department] don't understand 
what physical education is about—it's still 
playing games to them....But we're used to it 
here....I just ignore it. You can't argue with 
them because you don't have time to take care of 
their ignorance. 
Although participants emphasized that working on 
college committees was an effective way to meet other 
faculty, it seems that physical education teacher educators 
feel they have to justify their professional credibility. 
It appears that faculty outside the profession hold 
stereotypic views of physical education, giving little 
credence to the field. 
Re I at Ions wIth Administration 
Rewards given to individuals as a result of 
administrative decree can contribute to the participants 
views about their status. Relations with the administration 
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varied In the participants' responses. At prevIous 
institutions Richard felt that administrators “were a 
necessary evII.M In his new InstI tut I on, however, he fee Is 
the administration is supportive of faculty professional 
needs. As mentioned earlier, his circumstance is one in 
which faculty could opt for credits to be allocated 
differently, based on preference for either teaching or 
research. 
How faculty perceive their professional credibility can 
be affected by various administrative decisions. Tony Oaks 
explained how he felt when the administration cut three 
credits from his supervision duties: 
Taking away the three credIts...It's been very 
disheartening, in the light of...we had a faculty 
member retire—they didn't replace that person; a 
lot of us in teacher prep are teaching overloads; 
and then they cut the amount of credit hours that 
we receive. It's kind of like they don't value 
what we're doing. It comes down to the numbers [of 
students] and not the quality issue. 
Many participants described their views about low pay 
and progression through the promotional system. Tony 
explained his feelings which seemed more characteristic of 
the male gender: 
After you become a full professor, there's 
nothing other than the raise the union 
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negotIates. It's not good. 
-- Going up through the 
ranks I thought was very fair and equI tab Ie....I 
Just had to resubmit my resume for the 
Distinguished Service Award. That's bugged me. In 
business they recognize you. You don't have to 
sell your own brag sheet-But then I look at the 
way I can use my time. That's valuable to me. I do 
put a lot of time in. It seems like I have more 
control of that time. 
Even though Tony, like many of the male participants, 
seemed dissatisfied with the promotional system and the 
associated structure of rewards, he valued his autonomy. In 
contrast, women were more Inclined to accept their 
situation, stressing that they knew they would never be 
rich once they entered the education profession. They also 
tended to ignore or suppress their anger concerning the 
inequities that they perceived were prevalent among faculty 
salaries: 
It would be nice to have some extra dollars, but 
it's not something I worry about. Every time they 
publish this salary thing of what everybody makes 
In college and usually I Just pick it up and drop 
it In the trash, because I know If I read it I 
would get upset, momentarily anyway. But I know 
compared to my teaching cohort I'm underpaid, but 
there's always somebody I ike that, so I don t 
usual Iy Iook at that thing (Helen AstI I). 
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Is seen A d i st i net except I on to acqu I escence, however , 
In Kathryn who could not tolerate the salary Inequities 
that she perceived existed between the genders. 
Consequently, she has a lawsuit against her Institution for 
discriminatory practices In the allocation of rewards and 
promotI on. 
Summary 
Collegial relations within the physical education 
department seem more characterized by isolation and 
fragmentation, than by cooperation among faculty. Time for 
communication was one problem, but diverse professional 
values among faculty added to the frustration expressed by 
some participants. Faculty who were perceived as doing 
minimal work In their position were not confronted by other 
faculty. The result was long-festering social discontent. 
Isolation was more a general characteristic of the life 
of a physical education teacher educator—particularly the 
young faculty member. Participants who described a sense of 
cooperation among their colleagues explained that it was 
important to meet and discuss ideas for teaching their 
courses, supervising student teachers, and working in the 
public schools. Other teacher educators were not so 
fortunate in forming a support group. 
Outside the department, being elected to committees can 
to elevate the status of participants. Many 
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he I p 
participants, however, described situations In which other 
faculty devalued their professional role. 
Comments about administrative behaviors reflected a 
strong sense of lack of support for the role of teacher 
educators. This was most clearly seen In the number of 
credit hours allowed for undertakIng work In the public 
schools and In the tradition of assigning untrained faculty 
to supervise student teachers. 
It seems that the most Ideal working environment for a 
teacher educator includes having a number of colleagues 
with similar professional goals, and an administration that 
Is sensitive to faculty preferred professional tasks and Is 
supportive in regard to allocation of credits and time. 
These "ideals" did not seem prevalent in any of the 
participants* institutions. At a time when cries for 
educational reform seem to have reached a hysterical pitch, 
it seems important to note that the contextual details of 
teacher educators' professional lives strongly influence 
their job performance and satisfaction. Thus, those 
advocating reforms ought to take teacher educators' 
perceptions of their work environment Into account as 
recommendations for change are formulated. 
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CHAPTER V I I 
WORKING WITH THE PUBLIC SCHOOL PROFESSIONALS: 
A TENUOUS RELATIONSHIP? 
A professional function central to the role of a 
teacher educator Is working in the clinical setting—the 
public schools. The teacher educator can assume the title 
of supervisor, researcher, or staff developer depending on 
the nature of the interaction with the public school 
teachers. These roles may be completely separate or be 
continually shifting from one to another. The supervisory 
role, however, was the most central and commonly cited 
professional function described by the participants. 
An implicit hierarchy exists in the status of the 
schools and the university, a barrier which teachers and 
professors have to confront in order to prepare student 
teachers for their professional role. How these 
participants (a) felt about working in the public schools, 
(b) perceived public school physical education programs, 
(c) desired to control the supervisory process, and (d) 
established collegial rapport with cooperating teachers 
will be discussed In this chapter. 
I * 
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Wor~k 1 ng In the Schools: "The Ivory Tower Coming Down 
— Batt lef lelds" of the School (Brian Duggan) 
Participants spoke of various tensions they 
experienced when working with public school professionals. 
At times participants be I Ieved they were viewed with 
mistrust and were perceived to reside in an "Ivory tower" 
by the public school teachers. 
Most of the participants described how they were 
initial 1y treated with susp1cI on when they first entered 
the school envIronment. In the eyes of the pub 1 Ic schoo1 
teacher, the teacher educator was I11 equIpped to 
understand the rea1 Ity of the pub 1 I c schoo1. RI chard 
Williams experienced such suspicion: 
One teacher said to me, "You have no idea what we 
do here." I said, "What do you mean?" And she 
said, "Well, what we do here is practice." And I 
said, "And what do you think we do at the 
university?" She said, "Oh, it's all theory." I 
wanted to ask her what she meant by theory, but 
she didn't want to talk anymore. 
The dichotomy between theory and practice underlies the 
perceived distinction between the functions of the 
university and the school with the higher status invariably 
accorded to the world of theory. 
One reason for the suspicion of university personnel is 
the way research has been undertaken in the schools. In the 
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past, public school teachers have had their professional 
lives scrutinized and criticized by researchers who lacked 
the sensitivity to preserve the dignity of the teachers' 
role (Erlkson, 1986). 
Trying to overcome the implicit status differential 
between the university and the school while healing past 
professional wounds dealt by others (but long remembered by 
teachers) Is a difficult task for teacher educators. Most 
of the participants had taught In the public schools and so 
had instinctive empathy for the work of physical education 
teachers. They were attuned to the public school 
environment, appreciated the teachers' efforts, and 
understood how undervalued teachers could feel. As Greg 
emphasized, "Sometimes I feel like standing up In front of 
a state convention and saying: 'You know, teachers, you're 
important! Give yourself a hand. You are worthwhile. You do 
a good Job.' I have to stress that with a lot of them, and 
hopefully that's coming across." 
Some of the participants became sounding boards for 
teachers to vent their frustrations as cooperating teachers 
relaxed with the teacher educators. Janet Sayles described 
some of the frustrations that the public school teachers 
shared wIth her: 
When I go out and supervise or when I'm talking to 
the practitioners, they will indicate that hardly 
anybody comes around to check. Nobody really 
cares. If they have a director of physical 
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education and athletics, athletics gets all the 
attention. Of course that's not true throughout, 
but there are more poor examples than good 
examples from my particular observation. So It's 
hard. I guess that becomes the most frustrating 
thing—we know things could be done 
differently....A lot more couId be done to make 
teaching more effective, but It's not being done. 
And It's not always the fault of the physical 
educator in the public school. There are a lot of 
other things going on such as lack of status, 
lack of commitment through administrative 
support—physical education classes always being 
scheduled last and dumped with a lot of extra 
students. 
Although the participants appreciated the professional 
struggles of physical education teachers, they were 
adamantly against the prospect of themselves ever returning 
to teaching in the public schools. As Janet reflected, 
"Public school teachers do a hell of a job. They really do. 
I would not want to go back to teach in the public schools 
because of some of the d i sc I p I inary things and lack of 
support on the part of the administration." 
These teacher educators seemed to understand the 
plight of the teachers, but they were also aware that 
teaching In the schools could be done differently. There 
seem to be two problems for some participants: first. 
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believing they had ideas to help the teachers and second, 
feeling reluctant to offer advice since that would 
reinforce a status differential: 
We talk about things, but l*d like to go In and 
tell them: Try this! But I don't feel that I can 
do that because I'm on the same level as them 
really. Supposedly they're professionals too. So 
we don't go In and tell them anything (Steven 
FouIds). 
It seems that one of the main problems the participants 
faced when working with public school teachers was how to 
establish meaningful relationships without seeming to be 
intimidating and without adding to the already perceived 
distance between themselves and their colleagues in the 
field. 
Teacher Educators' Attitudes Toward SchooI PhysicaI 
EducatIon Programs: Another Professional DiIemma 
As much as the teacher educators expressed a sense of 
empathy with the position of public school teachers, they 
also were frustrated with the apparent dichotomy between 
teaching as it goes on in the schools and the way they 
wanted their students to teach: 
We have a problem with our students because we 
are requiring them to measure actual student 
learning: whether they do skills tests, check 
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lists, [written] tests, [or] oral tests. But then 
the public schools are not holding students 
accountable for student learning, and that becomes 
a problem for our students. Sometimes they're 
caught In the middle (Janet Sayles). 
Thus, another professional dilemma for the teacher 
educator Is the contradiction between what is comnon 
practice In the school setting and what the teacher 
educator would like to see their students undertake during 
the student teaching experience. Many participants 
expressed disdain for the lack of teaching which seems 
common In Junior high and high school programs. 
Participants also scorned the quality of secondary 
physical education programs. Steven Foulds described his 
vIews: 
I 've seen some very good programs, but I've seen 
some horrendous [high school] programs 
too....Totally skill activity based curriculum 
where all they're doing is playing. They're not 
learning how to do anything or understanding 
what's going on. They're just trying to teach the 
good ones to play—who take over the game. The 
ones that need the help aren't doing anything. 
The distinction between physical education as an occasion 
for playing and physical education as a setting for 
learning was more deeply felt in the secondary programs 
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than elementary programs. These teacher educators had 
difficulty In trying to find appropriate placements for 
students who wanted to teach In the Junior hlgh/hlgh 
school: "I'm still not satisfied with some of the Junior 
high placements. There's a lot of recreation or New Games, 
not what I would call instructional activities. It's more 
play, play, play, play" (Tony Oaks). 
One participant blamed the public schools for 
contributing to the present low status of physical 
education in general: "We need to really look seriously at 
the perception people have [of physical education] and why 
our delivery system in the public schools is killing our 
image. It's killing us" (Kathryn Fields). 
Most participants who spoke of elementary school 
programs believed there was some hope for continued 
existence of physical education in the public schools. 
Tony Oaks explained: 
The elementary physical education we've got a good 
handle on partly because there are fewer 
elementary [majors]. It's easier to get 
placements. Some of the students who have come out 
of this program since I've been here are now 
teaching and they understand what I want. I've 
been closer to the elementary students and have 
kept a little network going. 
The Idea of forming a network with former students is 
one way for teacher educators and public schools to work 
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more closely together. Although only a few participants had 
managed to start this system, many expressed a desire to 
retain or build close professional ties with their former 
graduates. 
Supervision and the Desire for Control 
Many of the teacher educators involved In supervision 
expressed the desire to have more control over the student 
teaching experience. They wanted control over placing 
students in the schools, selecting appropriate cooperating 
teachers, and appointing experienced university supervisors 
In order to have more congruence between methods courses at 
the university and opportunities for teaching practice in 
the schooI. 
University administrative support for the supervisory 
process is an important factor in how supervision of 
student teachers is undertaken. As Greg Evans said, "I'm 
really lucky here because the university and the P.E. 
Department really value supervision. That's our business. I 
mean we're training our students to be teachers and so we 
want to supervise them. That's a really Important time. 
Greg, however, was the only faculty member really involved 
in pedagogy for physical education in his department. 
When teacher educators have to "squeeze in" their 
supervisory responsibiIitIes among various other 
professional expectations, I 1 fe can be very hectic. Ian 
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Green emphasized how he perceived the nature of 
supervision as one element In very busy faculty schedules: 
Most of the supervision is done by part-time 
people who live In those areas [where student 
teachers are placed]. [It] works out much better 
than travelling back and forth. That's one of the 
biggest farces there Is: getting in the car, 
zinging out to the school, trying to catch the 
student, zinging back because you've got another 
class, or you've got practice. It was just 
chaotIc. 
A 1 though 1 an thought hiring part-time people he 1 ped 
a 1 lev!ate the prob1em of him having to "zing out" to the 
schoo1s, he later reflected on the reorganization of the 
supervision process: 
We don't have very good communication with the 
people that teach the methods [courses] and those 
that supervise the student teachers. That's a real 
problem. What we need to do is not only meet with 
the [cooperating] teachers, but also our people 
that are supervising our student teachers. 
Only one Institution had a number of physical education 
teacher educators and the control led structure that many 
teacher educators desired: 
I always supervise the senior student teachers. 
I think that's probably one of our strengths in 
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our program. The people who are teaching theory 
courses are also out In the field monitoring the 
progress of our student teachers and having that 
good open Interaction with the cooperating 
practitioners to see what Is actually happening 
out there. So we're not living, hopefully. In that 
ivory tower where we don't realize what the 
problems are....I probably see my students maybe 
seven or eight times throughout the semester. And 
a lot of times when l*m there it's not just for 
one lesson, but it may be several in a row (Janet 
Say Ies). 
Although the participants in this particular Institution 
apparently had more control over assignments and 
articulations of supervisors and had established relatively 
longterm congenial relations with cooperating teachers, 
they also experienced difficulties in finding suitable 
secondary placements and faced the constant threat of a 
withdrawal of administrative support at the college level. 
Two faculty each lost three credit hours per semester for 
undertaking supervision and inservice work. 
One participant was not as optimistic as other teacher 
educators about the effects of controlling the various 
facets of the supervisory process. Richard Williams stated 
that he felt student teaching was more a time for students 
to become socialized into the culture of the school. He 
preferred to spend his energies on research rather than on 
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such things as educating faculty on how to be effective 
supervIsors. 
EstabI IshIng Col I eg I a I Rapport wIth 
CooperatIng Teachers 
Whether participants were convinced or not about the 
re 1evance of student teaching practice, it is part of the 
role for many teacher educators to work I n the pub 1 Ic 
schoo1. Consequent 1y, i t i s important to estab1 1 sh 
congenI a 1 profess Iona1 t i es as a step In reducIng the 
perceIved dI stance between the Ivory tower of the 
university and the grassroots operations of the school. 
Jointly participating in workshops and graduate courses 
helped university supervisors and teachers understand each 
other's perspective in their roles with the student 
teachers. Janet Sayles emphasized the importance of social 
Interaction in creating common understandings between 
physical education teacher and teacher educator*. 
At least once a semester we have a dinner meeting 
for the cooperating teachers and bring them 
together to recognize their efforts, how they're 
helping us, and to discuss areas of concern for 
them and/or for our department. That's a nice 
sharing back and forth, and I think it's a real 
fun time, because you're meeting them in a 
different situation rather than in their work 
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place. It's more social, and I think It's very, 
very important. They're very helpful In giving us 
suggestions on what we can do to Improve our 
program....Historically, there's a Iways been a gap 
between the practitioners who really have to do It 
and those In college who are telling people how 
to; and that's why It's important that there's a 
bond so there's a sharing of ideas. Both of us 
have to be Involved in the education of our 
students. It has to be both. If change Is going to 
take place, and effective change, it has to be 
both ways. 
One way for some of these participants to establish 
professional credibility and to develop a trusting 
relationship with teachers, was by the teacher educator 
teaching in the public schools. Greg explained that he took 
his own methods class into the schools, which provided an 
ideal environment for his students, but also gave him 
visibility with the public school teachers. He emphasized 
that the teachers who saw him teach were more likely to 
listen to his ideas about what they could try In their own 
teach Ing. 
The lack of contact with the public schools made one of 
the participants feel like a charlatan. Ian questioned the 
extent to which teacher educators could profess an 
understanding of public school teaching when they were 
passive and Infrequent visitors In the schools. 
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Summary 
Most teacher educators perceived that teachers treated 
them with suspicion on their Initial entry Into the 
schools. This may be a result of past malfeasance on the 
part of educational researchers In the school setting and 
a function of the implicit status hierarchy between the 
university and the school. 
Many of the participants had empathy for the work of 
physical education teachers and thought they understood the 
constraints faced In undertaking that work. The teacher 
educators, however, were faced with two main dilemmas: (a) 
they could see ways to help improve many teaching programs 
in the schools but at times were unsure about assuming the 
role of staff developer; and (b) they wanted their students 
to perform various teaching skills that were not apparent 
in the everyday practice of the physical education 
teachers In the schools. 
Teacher educators are often criticized for not 
producing strong teachers for the public schools (Ducharme, 
1986). For most participants In this study, there appears 
to be a dilemma between linking university-based 
instruction to public school-based instruction. Often 
students are placed In schools for field experiences or 
student teaching which seem less than Ideal to teacher 
educators. Despite the increase in research on effective 
teaching. there Is evidence that physical education 
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teachers do not regularly Implement such findings In their 
own teaching (Lawson, 1985). 
Student teachers seem to be the victims caught between 
what they observe and practice In the public schools and 
the expectations held by the teacher educators for their 
practical work (FeIman-Nemser & Buchmann, 1986). It seems 
that both cooperating teachers and teacher educators ought 
to engage In more meaningful dialogue as they Jointly work 
to prepare teachers. This suggestion by Itself, however, 
seems Iittle more than a cliche. The more important Issue 
Is how to find a mutually acceptable framework within which 
both cooperating teachers and teacher educators can work 
effectively together. 
Many participants longed to acquire more control over 
the supervisory process: deciding on student placements, 
training university supervisors and working closely with 
cooperating teachers. If teacher educators had more power 
and sufficient time for determining these aspects of the 
practicum. It might Increase congruence between the theory 
covered In the methods class and the practice of the 
student teaching experience. 
There was a suggestion that teaching in the schools 
helped a teacher educator establish credibility with the 
public school teachers. Authors have emphasized that 
teacher educators should spend time regularly In the school 
environment (Wisniewski, 1986). This exposure In the 
schools could be Intimidating for some teacher educators 
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but may help overcome the Image of teacher educators 
residing In an Ivory tower and being out of touch with the 
realities of the public school. 
It seems that teaching In the public schools so that 
undergraduates may observe, critique, and practice 
effective teaching strategies is a useful experience. To 
expect teacher educators to set aside one day a week to 
work in the public schools, however, appears unreasonable. 
Teacher educators have numerous roles to undertake and to 
add one more seems an impossible expectation to fulfill. 
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CHAPTER VIII 
RELATIONSHIPS WITH STUDENTS: A CRITICAL 
FUNCTION OF THE TEACHER EDUCATOR'S ROLE 
All participants described how interaction with 
students was paramount to their role as a teacher educator. 
Students were the source for teacher educators to 
experience rewards, to question or promote professional 
credibility, to feel frustration and sometimes guilt. This 
chapter will provide discussion of how these emotions were 
played out in the participants' perception of (a) the 
multiple aspects of relationships with students, (b) the 
types of rewards received from students, (c) student 
priorities for subsequent careers, (d) the impact of the 
teacher education program on students' learning to teach, 
(e) the advantages of role modeling desired professional 
practices for their students, (f) grading the activity of 
teaching, and (g) student perceptions of the status of 
physical education. 
Mu 11ip1e Aspects of Re 1 ationships with Students 
Relationships with students extended beyond the 
boundaries of the college classroom and public school. Many 
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of these participants assumed the role of counselor, 
advisor, and friend. As Helen AstII emphasized: 
You can t Just be a teacher In the classroom; you 
have to be a teacher out of the classroom, and 
that role is probably more important than the 
classroom one. Sometimes [the students] Just want 
to talk about what they're doing in a course, or 
how one course relates to another, or an Idea they 
have about an activity. Sometimes they Just want 
to bounce ideas off and that's fine. I don't mind 
at all. I really enjoy that. 
Despite the many roles a teacher educator had to fill 
and the lack of time available to do their work, if a 
student needed assistance, they often made time to listen 
to them. As Greg emphasized, he had to be a counselor, 
which even meant helping students on a weekend. Jane, who 
was overwhelmed at times with all her professional 
commitments, found that when students needed her help she 
could not turn them away from her office. 
Changing professional priorities can alter the nature 
of the teacher educator's relationships with students. This 
seemed to be a source of guilt for Ian Green. He stressed 
that when he was younger his door was always open for 
students to come in and chat. As his priorities changed, 
however, so too did his interactions with the students. Ian 
wants to get promotion and so has become more involved with 
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administrative duties, which has created a dllenrn, for him: 
the more committed he becomes to administrative duties, the 
less time he has available for his students. 
Rewards Received from Work Ing with Students 
Many participants described how they received their 
rewards by observing students learn and grow 
professionally. As mentioned in Chapter V, teaching was the 
main priority for most of the participants. Many of these 
teacher educators also described the intangibility of 
teaching—that results and rewards are not always Immediate 
or explicit. Carol Raymond explained her views: 
I think a lot of rewards associated with teaching 
are more intrinsic in nature. There are various 
little things in teaching that contribute to 
feeling satisfied with what you do. It might be a 
student running in after class and saying thank 
you for helping me do this, or asking if they 
could have some time for you to go over something. 
A thank you note three or four years later saying 
thank you for what you've given me. So that's 
important about what I do. 
The Intrinsic nature of the rewards of teaching was 
apparent in the way many participants spoke of satisfaction 
in their job. The following quotes indicate how much the 
students were central to the satisfaction many teacher 
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educators felt about their professional role. Student 
learning was an Important reward: 
Many of [the students] have said to me that 
they've learned a lot from my courses. Now I can't 
ask for more than that. And I'll hear them tell 
other students, "Well you know when you take 
methods It's great. She's really good." It's nice 
(Jane Thompson). 
For Janet Sayles, It seems that she appreciated 
students being reflective about their work: 
I like the fact that they can ask good questions 
and reason out some solutions and start 
questioning why they're doing things, rather than 
just sitting there and accepting some 
Information....It indicates to me that there's an 
Interest. 
Helen AstiI and Steven Foulds emphasized the importance 
of Interacting with their students on a day to day basis 
and helping them to achieve their professional goals: 
I enjoy the interaction with students, probably 
the thing that keeps you going is the variation 
from day to day and semester to semester. I get a 
lot of satisfaction out of seeing students grow 
and change their perceptions and change their 
ideas and become more effective people (Helen 
Asti I ) . 
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The students [are] still what I'm here for. I 
enjoy working with the students. I enjoy talking 
with them and seeing them learn something. That's 
why I drive a Volks. It's the students.... I could 
care less about the research and everything else 
(Steven Foulds). 
When they're very successful student teaching. And 
then they go out and get a job and someone cal Is 
you and says, "Boy, [do] we have a cracker jack." 
That makes you feel really good. I wouldn't want 
anyone to think that I'm omnipotent or anything. 
It's just being part of that, because I feel that 
most students bring the raw material. If they're 
going to be good, the raw material's there to 
start with. It's just a matter of helping them 
recognize it (Helen AstiI). 
Although the rewards of teaching seem to be Intrinsic, 
Interactions with students both in the teaching role and 
informally outside the classroom were an important part of 
professional life for the participants. 
Theory and PractIce of Becoming a PhysicaI 
EducatI on Teacher 
The role of teacher In the classroom can be a major 
source of professional credibility for the teacher 
educator. The participants Indicated that their influences 
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on students included the following factors: how students 
set career priorities, how the program helped students 
acquire teaching skills, how they themselves graded the 
teaching activities of their students, and how students 
perceived the general status of physical education both 
within the schools and community. 
Perce Ived Student Career Priorities 
Many of the participants described a view similar to 
Steven with regard to student career priorities: 
Most of our students that come into physical 
education are looking at coaching and the sport 
aspect; it's not teaching physical education. In 
the elementary methods I get all their names and 
addresses and the last thing I ask them is, if 
you graduated right now and had a choice of jobs, 
what would you do? And in a class of 30 to 40, if 
I have four that say they want to teach at the 
elementary level, I'm lucky....Coaching always 
comes before teaching,...because they really don't 
know much about [teaching] yet. 
These physical education teacher educators seem resigned to 
the fact that most students ultimately wanted to coach as 
their primary career aspiration, but they believed that 
they had an Influence over some of their students. As Helen 
AstiI emphasized: 
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In the beginning of the semester about three 
quarters of the students want Junior hlgh/hlgh 
school coaching. At the end of the semester about 
half of those have changed their mind because they 
feel extremely comfortable with elementary. It's a 
big change In their attitude at that level_so I 
must be doing something right. 
Some teacher educators believed that the dual 
teacher/coach role was a fact of their profession. The 
extent to which they saw the two roles as conflicting, 
however, reflected their own experiences in coaching and 
their own beliefs about sport and physical education. For 
example, Brian thought coaches were the best teachers, 
exemplary organizers, and efficient disseminators of 
information. Ruth emphasized that she thought physical 
educators simply were neurotic about using the term 
"coach. " 
Harry, however, revealed a contrasting attitude toward 
coaching and sport. He believed sport should not be the 
foundation of physical education, but that movement was the 
essence of the profession. Unfortunately, his own 
experiences In coaching suffered from the pressure to have 
successful teams. Harry thought administrative and parental 
obsession with winning detracted from the emphasis on 
movement for all as opposed to sport for a few. 
Ironically, many of these teacher educators started 
their career In physical education with the Inherent desire 
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to coach, but as they moved along their respective career 
paths they became more aware of physical education as a 
means of providing movement opportunities for all children. 
As Steven reflected: 
The more I got Into teaching physical education 
the more 1 learned about It, [and] the more I 
understood what was going on. Frankly, as an 
undergraduate I think I was looking at the 
coaching aspect much more than the teaching part. 
So I was probably looking at the gifted person and 
thinking about working with them. I’m not sure 
that even until I [went to do] my doctorate work 
that I was fully aware of the value of physical 
educatI on. 
It seems, then, that the opportunity to coach is a 
priority for many students majoring in physical education 
and was an aspect of the role for most of the participants 
in this study as well. The primary emphasis of most teacher 
education programs, however, remains fixed on the teaching 
role In physical education. The tension and discontinuities 
In this situation appear to be without resolution within 
physical education teacher training programs. If teacher 
educators have not resolved the teaching/coaching role 
distinction question for themselves, it may be assumed that 
this Issue has implications for teaching physical education 
In the public schools. 
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Impact <vf Their Program on Teacher Educators' 
Own Undergraduates 
For many of the participants. their own undergraduate 
program seemed to have had little Impact on the way they 
learned how to teach. Their responses Indicated they 
gained their knowledge through exposure to a variety of 
extra-programmatic experiences with sport, camping, 
coaching, and participating In a range of college activity 
courses. 
Despite their own history, recent developments In 
research on teaching gave many of the participants hope for 
a more systematic and effective approach to teaching their 
own students how to teach. In methods courses, strategies 
for learning how to teach were emphasized by the teacher 
educators. These courses were viewed as important for 
providing background knowledge on teaching before 
undergraduates went Into field experiences and student 
teach Ing. 
Many of the participants Involved In teaching a course 
In methods used a peer teaching model. Some used 
videotaping as a means for students to observe and analyze 
their teaching performance, and other teacher educators 
acted as models—teaching groups of children In front of 
their students before the students themselves worked with 
the chiIdren. 
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Working with children was perceived by both teacher 
educators and their students to be an Important training 
component: 
What I want to do is buI Id In a field component 
to the methods course. I*m in the process of 
setting that up. From what I've heard after 
talking to people who do that. It's an Important 
part of their program. At the end of every 
semester I ask the students for their thoughts. 
The most frequent comment is, "We want to try this 
stuff on kids" (Jane Thompson). 
There was a perceived limitation, however, on the 
amount of influence the teacher educator had on the 
students' ability to teach. As Yvonne Jones explained: 
I'm trying to have them be an individual, have 
role models and perhaps pick up some kinds of 
teaching styles—but you usually teach the way you 
were taught. So it's hard sometimes to try to 
teach students a different way of doing something 
because they always revert back to the way they 
were taught, and not the way they were taught to 
teach. 
Many of the participants expressed their concern and 
doubt about overcoming the undergraduates' own experiences 
as students In the school system. The influence of their 
initial exposure to schooling could override the impact of 
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the professional preparation program for producing the type 
of teacher that the teacher educator envisioned. 
Steven Foulds expressed his apprehension about whether 
his students would transfer the content he was attempting 
to transmit Into their actual teaching repertoire: 
I'm very set on the movement approach.... But It's 
so difficult to learn because [our students] 
haven't been taught that way. They've been taught 
how to do something, but not why you do It, or try 
to problem so Ive....I'I I go over some types of 
teaching methods with the col lege students and 
I'll say, find 10 different ways of doing 
something, or find as many ways as you can; 
that's the worst. They'll find one or two and 
that's it. That's their round. That's enough....I 
feel I'm trying to do the right thing and whether 
it gets done or not is something else.... It's 
frustrating because every year you see the same 
thing. New students are coming in. It's been a 
fight and you say, well, I've been harping on this 
for almost 20 years and so some of them that I 
have taught must be teaching somewhere—teaching 
some of these kids that we're starting to get now. 
And there's no change. So you're starting all over 
again—we haven't come very far. 
238 
There were three main issues raised by Yvonne and 
Steven which were mentioned by other participants: (a) the 
perception of student abI I Ity to be critical thinkers when 
they teach, (b) overcoming Ingrained methods of how to 
teach, and (c) implementing and retaining knowledge about 
teaching when undergraduates student teach and become 
teachers themselves. 
First, many of the teacher educators emphasized that 
they wanted their students to leave the teacher education 
program with skills that Involve critical reflection about 
their own teaching. At times they thought this was 
difficult to achieve because the “system" in the public 
schools often made the quality of instruction delivered In 
physical education seem unimportant. Participants 
emphasized how physical education teachers were devalued by 
such administrative actions as scheduling physical 
education classes last and assigning excessively large 
numbers of students. These actions make the hard work of 
critical reflection seem pointless. 
Second, although many of the participants stressed 
that growing up In the school system affected how the 
students learned to teach, no one presented Ideas about how 
to overcome this problem. Students bring Into the teacher 
education program years of exposure to school programs 
which need to be recognized, addressed, and chaI Ienged by 
teacher educators (Brltzman, 1986; Hutchinson. 1987; 
LortIe, 1975). 
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Third, the extent to which the participants believed 
the Impact of the program was diluted or "washed out" 
(Zelchner & Tabachnlck, 1981) reflected the degree to which 
participants had control over student placement, selection 
of cooperating teachers, designation of university 
supervisors, and the extent of communication among 
supervisors, cooperating teachers, teachers of the methods 
courses and student teachers. Sarah Morris reflected on the 
influence she had on her students In the methods class and 
the way she perceived that the Information was transferred 
Into the student teaching experience: 
I try to provide [my students with] as much 
[teaching] practice in the methods class [as 
possible]. Hopefully, what we're doing there when 
they do any teaching is that they're implementing 
what we've been discussing In class....I haven't 
observed them on the practicum because I'm not the 
only one supervising them. 
As Sarah's last sentence indicates, she was unsure what 
influence she had because other people who may not share 
her perspectives also supervised the students. Janet's 
situation was somewhat different: 
I enjoy my association on a day to day basis with 
my regular classes. And I like the fact that 
because I'm involved in the supervision of student 
teachers, then I can make any changes or additions 
right back to the theory class. So I can apply 
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and make concrete observations of what they're 
doing. I like that very much. 
It seems that the participants who believed they had the 
most impact on their students taught the methods class and 
were involved In supervision. 
Another aspect that helped teacher educators feel 
positive about the Impact of their preparation program on 
students was having a group of people who shared similar 
beliefs and communicated regularly about their work. Even 
In situations that seemed "ideal," however, there still 
were problems. As Janet Sayles emphasized: 
I see the attempt to transfer [information from 
the methods course into the schools]. But I think 
our students are put in some situations where they 
can see the benefit of doing it one way, but they 
face obstacIes....Then the students complain, "Why 
do we have to do this if it's not going to count 
at alI?“ 
This point leads directly to the dichotomy between 
theory and practice. Many teacher educators expressed their 
hopes to their students for what physical education 
programs could be In the schools, rather than accepting the 
prevalent practice of physical education in school 
programs. There was an eth lea I d I I emma for some of the 
participants, however. In how to prepare their students for 
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the reality of teaching physical education. Carol Raymond 
described her situation: 
One of the ethical dilemmas [I have] Is the state 
of secondary physical education. It's really hard 
because you have this knowledge and awareness of 
what quality physical education can be. Yet you 
owe [the students] a realistic appraisal of what 
the status is. Some people are saying, "Is there a 
future for secondary physical education?" The more 
you read the more you say to yourself, am I really 
preparing students to deal with this?...You don't 
want to turn kids off. But you want them to be 
prepared for the reality and yet you want them to 
see what's optimum. 
There were certain factors in the school environment 
that contradicted what the teacher educators hoped for In 
the teacher they wanted to produce. Tony Oaks expressed his 
concerns about the tension between the public schools and 
Institutions of higher education: 
Sometimes I get frustrated because you look at 
some of the teaching In the schools, and other 
people don't put a high value on [physical 
education]. I know when these kids go out Into the 
schools they really are In positions where people 
don't really care what they do. And that's 
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disturbing. It's like, yeah, you're In phys. ed.— 
so what? So that's frustrating. 
Although Tony felt frustrated with how physical education 
was taught In the high school, he described the Influence 
he believed he had on his elementary students: 
I have a stronger Influence on the elementary 
people because I see them so much. I see them In 
two classes prior to their pre practlcum, and then 
In their practlcum. A lot of them I supervise 
student teaching. So there Is continuity, and 
follow through. Some of that's reflected in the 
teachers that we've stayed in contact with, and 
they talk about what they're doing; and we send 
students to them. So we keep a dialogue going. A 
lot of former students will call back with things 
or have questions, so that kind of reinforces that 
Idea that we have an influence on some. 
Many participants indicated that they would like to 
pursue the progress of their graduates In their first Jobs 
but they did not have the time or resources. In contrast, 
two Institutions were making an effort to establish and 
provide a support network for their former students. As 
Tony explained, this can be one way of helping to reinforce 
the hopes he has for Implementing teacher education program 
goals in the field. 
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Grad Ing Teach Ing 
Grading students on their teaching ability In methods 
courses and student teaching experiences seemed to be a 
thorny Issue for many of the participants. Jane described 
why she did not want to grade students on their teaching 
and how the students In the methods course responded to 
her : 
If we tell them this is your methods class, you 
can make mistakes here, and then we're grading 
them on their teaching, [the students will say]: 
"No, I can't make mistakes. I need a good grade in 
this course." So for the past year and a half I've 
not given them a grade on their teaching. I've 
graded them on their lesson plan [and] their 
evaluation based on the coding. The first class I 
did that the students were upset. [They said]: 
"Wei 1 we want a grade on our teaching because we 
work hard to prepare our lessons." But I said. 
It's not a chance to make mistakes if I'm going to 
grade you. So they're getting used to it now. 
Grading the activity of teaching, then, is difficult 
if students are to believe they have the freedom to make 
mistakes in the classroom/gymnasium. Brian also stressed 
the difficulty of giving evaluative grades to student 
teachers while simultaneously wanting to provide support in 
the difficult student teaching experience: 
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It s hard to say, I'm your advisor, trust me. Some 
students who aren't that secure as others always 
say: "Yeah, how can he be my advisor when he's the 
one who's going to grade me? How can I tell him 
the problems I'm having?" I try to soften that as 
much as I [can]. In most cases I take the 
recommended grade of the cooperating teacher. 
Applying standards to student teaching, however. Is 
only one aspect of grading. It also seems hard to Justify 
high grades given for student teaching to the 
administration. As Brian Duggan explained: 
The administration really doesn't understand 
education and student teaching. They might ask 
questions: "Why are there so many 'A's and 'B's In 
student teaching grades?" And you almost feel, 
geez, you've given grades away. My argument was 
that if a student teacher has been working for 
four years In the field of P.E. and education, 
and they go out to student teach and don't get an 
*A' or 'B', something's the matter. You're not 
going to give them a 'C' because you're giving 
out too many 'A's or 'B's. 
Some participants are working toward consistency in 
evaluating the student teaching experience, thus trying to 
reduce the ambiguity of the student teacher and university 
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supervisor relationship. Ruth Palmer explained what her 
department, with great difficulty, was trying to achieve: 
We want to be very specific as to what criteria 
indicate an 'A' student or a 'B*. We stII I have 
subjective Judgments on the part of the college 
supervisor and cooperating practitioner, but we 
want to be consistent as a team when we identify 
an 'A* . 
It seems that participants are reluctant to grade 
students when practicing their teaching. It also appears 
that defining specific criteria with which to assess good 
teaching is also an arduous task. Perhaps the elusiveness 
of a definition for the nature of good teaching is the key 
factor which causes participants to wonder about the impact 
of their program. 
Perceived Status of PhysicaI Education 
How students feel about their profession is at least 
partia 11y a function of the status they perceive it i s 
accorded by the pub lie. Janet Sayles described how she 
thought her students perceived the status of the 
profess I on: 
I know some students almost apologize that they re 
a physical education major in teacher 
certification because of the image—they don't 
want to tell people. And at one time I felt the 
same way because It wasn't highly thought of. 
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own Many of the teacher educators shared their 
perception of the low status of physical education. This 
point is evident In many of the profiles In Chapter IV. 
Some, I Ike Janet, may feel as though they have resolved the 
Issue of the status of the profession. 
RoIe Mode I Ing 
Participants described the Influence of role modeling 
in the ways they treated students, dressed for class, 
prepared for classes, and taught their classes. Many of the 
participants mentioned how role modeling was an Important 
aspect of their job. As Carol stated: 
In my physical education class there are many 
freshmen students.... 11's hard to learn all their 
names.... If I tell kids it's important to learn 
names then I think I should make It my business to 
learn [their] names: greeting them at the door, 
breaking down Into small groups [and then] going 
from group to group trying to figure out a name to 
a face, and standing at the door when they leave 
saying goodbye to them by name. 
Others stressed that they hoped their graduates would 
treat their students in the same way as they had been 
treated in the program. Helen said: 
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I hope [my students] carry with them a real 
understanding [for] children and really care about 
them. Those are the things I hope they take out of 
my classroom Into their teaching—real caring kind 
of person. But then I treat them the same way, and 
If I'm not a good model of what I want from them, 
you're not going to sell It. I've always felt that 
the affective side of that person is the most 
critical [for] a teacher. 
Only one participant stressed an aversion toward the 
notion of role modeling. Kathryn Fields emphasized that 
she wanted students to be reflective about their own 
appearance and behaviors, rather than copy the prescribed 
actions and dress codes of so-called role models. How 
students perceive the influence and importance of teacher 
educators as role models would be interesting to pursue as 
many participants seem to assume that their role modeling 
has an influence on their students. 
Summary 
Relationships with students were a focal point for 
these participants in their work. Many of the participants 
discussed how much impact the teacher preparation program 
had on the students. The participants who believed they had 
some influence on how their students taught were the 
people who had more control over student placement in 
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field experiences, selection of supervisors and cooperating 
teachers, and who had good communication among everyone 
involved in supervIsIng—lncIudIng the student teachers. 
The opportunity to provide graduates with support was also 
mentioned as a way to reinforce the values and practice of 
the teacher education program. 
At times, the participants questioned the Impact they 
could have on their students' teaching skill because of 
the teaching perspectives students brought from their own 
exposure to the school system (Lortie, 1975). None of the 
participants directly addressed this problem or offered 
strategies for getting their students to teach like an 
"Ideal" program graduate. 
How to grade the actual teaching process seemed a 
dilemma for many of these teacher educators. On the one 
hand they wanted their students to feel free to make 
mistakes when they practiced their teaching. On the other 
hand the system demanded an evaluative record. Finally, 
defining specific criteria which would identify "good 
teaching" In the setting of student teaching proved to be 
a difficult task for participants. 
It seems that there Is a sense of ambiguity about the 
nature of teaching. This is particularly apparent In the 
way participants appear to struggle with defining the 
actions of a good teacher. Vagueness concerning the 
components of effective teaching may underlie many 
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part Icipants quandarIes about the Impact 
preparatI on 
contrIbute 
re I at Ionshi 
program on their students 
to some of their negative feel I 
ps with students. 
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CHAPTER IX 
REFLECTIONS 
This final chapter is divided into four main sections: 
(a) relationships between insights derived from this study 
and pertinent aspects of the existing literature; (b) 
reflections on data gathering, data analysis, and the use 
of phenomenological interviewing; (c) my perceptions of the 
professional role of physical education teacher educators; 
and (d) final thoughts. 
Re I ating I nsights from this Study 
to the Research Literature 
It is not my intention to make generalizations from 
participants in this study to other teacher educators. 
After reading the profiles and descriptive materials, 
readers will have to determine whether they perceive 
connections with their own experience which will help them 
better understand the work and lives of teacher educators. 
The researcher, however, has the obligation to interpret 
material in the dissertation from her own perspective. 
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Information about 
InstI tut Iona I Expectations 
As Indicated In Chapter I, most 
teacher educators comes from studies of faculty working In 
university environments. After listening to the experiences 
of the 15 participants In this study, one fact was very 
evident the institutional expectations placed on the 
teacher educators were not so much determined by size, 
structure, or traditional formulation of academic function 
by universities and colleges as by particular 
administrative decisions and priorities within each given 
InstI tut I on. 
Clarke (1985) emphasized that professors in different 
types of Institutions such as universities, colleges, and 
community colleges faced various dilemmas relating to the 
number of hours they taught and the scholarly demands of 
the type of institution. In this study, the differences 
between universities and colleges in their expectations of 
faculty members were less clear. 
Some participants from both university and college 
environments expressed how thankful they were that their 
Institutions valued teaching, and they were thus not 
pressured to publish. Other participants, again from both 
universities and colleges, emphasized that they were 
expected to undertake scholarship in order to receive 
rewards. Participants "caught" In an 
that prioritized research when their own 
I nstI tut Iona I 
InstI tut I on 
professional Interests lay In teaching seemed disillusioned 
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by the pervasiveness of such dissonant expectations and 
often felt professionally devalued. Yet one participant 
whose personal dispositions toward research matched the 
expectations of his university felt valued. 
The conflict between Individual professional priorities 
and Institutional expectations also has a negative Impact 
on the cohesivenss of faculty communities. Faculty 
relationships can be eroded by the uneven distribution of 
workload and rewards within a department. It was difficult 
for some participants, who were originally employed to 
teach, not to feel resentment toward those faculty who 
received rewards primarily for the work of research and 
scholarship. Shifts in institutional reward structures can 
thus create tension among faculty. 
SchoIarship and Research 
In the literature, teacher educators often are 
criticized for not undertaking research and scholarship 
(Carter, 1984; Ducharme & Agne, 1985; Raths, 1985; 
Wisniewski, 1985). Reasons for this lack of productivity 
have been related to (a) career shifts by teacher educators 
from the public schools to the university environment 
(Carter, 1984); (b) attendance at "second rate" graduate 
institutions which fail adequately to socialize teacher 
educators Into the norms and behaviors of scholarship 
(Ducharme & Agne. 1985); and (c) the lower social class 
background of teacher educators which Is associated with 
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conservative, conformist, and utilitarian views of 
knowledge, thus making it difficult for teacher educators 
to adjust to the academic environment of the university 
(Lanier & Little, 1986). 
Many of the teacher educators In this study were from 
blue collar, lower middle class backgrounds and worked as 
public school teachers before moving into institutions of 
higher education. The majority also expressed a disdain for 
undertaking research and scholarly pursuits. The attitudes 
of the four Junior faculty who were most inclined to do 
research seemed to be shaped strongly by their teacher 
education doctoral program rather than by a career shift, 
personal biography, or social class-based attitudes toward 
know I edge. 
Those participants who had more recently acquired 
terminal degrees at institutions noted for strong 
pedagogical doctoral programs in physical education and who 
had undertaken dissertations related to teacher education 
were more Inclined to continue doing and to be comfortable 
with research as a component of their workload. Two of the 
four Junior teacher educators emphasized research and 
writing as their highest professional priorities. The other 
two expressed the desire to do research but believed that 
this was an unattainable aspiration given their present 
work Ioads. 
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The time crunch" was identified by some senior faculty 
as a factor Inhibiting their pursuit of research. For 
example, two participants really believed they were 
undertaking work that could be defined as research. This 
was the case for their induction program planned for their 
recent graduates and also for various Inservlce projects In 
which they were involved with public school teachers. They 
insisted that the main problem was finding the time to get 
accounts of this work written and published. 
Another aspect of the "ant I-1nteI IectuaI" charge 
directed at teacher educators arises from evidence of their 
distrust about the relevance of research to the work of 
teaching and teacher development (Champion, 1984; Locke, 
1987). This supposed characteristic, however, did not seem 
to be reflected in the majority of participants. Although 
many stressed that they liked neither writing nor research, 
they also emphasized how important it was to remain current 
In the scholarly literature of their subject area. Many 
stated that they often used research findings in 
undergraduate classes (particularly research on effective 
teaching), in graduate classes, and when in supervisory 
dut i es. 
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Refections on Data Col lection. Data Analysis, and 
Us 1n9 Phenomenological Interviewing 
Data Col IectIon 
The responses of the participants to doing the 
interviews varied. Some participants enjoyed the 
opportunity to talk about themselves. it was difficult to 
prepare some of them, however, for the intensity of the 
emotions they encountered in the course of the interviews. 
At the end of an interview some participants made comments 
such as, "I feel like I've spilled my guts," or “I think 
I've told you more than anybody around here." 
Data Ana lysis 
While I thoroughly enjoyed the interaction with 
participants during the interview process, the data 
analysis was an isolating and overwhelming venture. In 
particular, the task of organizing the data into categories 
and themes was more difficult than the construction of 
profiles. With the profiles, I could reflect on my 
Intuitive feelings about the interviews, refer to notes 
made in the log, and read the material in the transcripts 
to pull together aspects I felt to be compelling. When 
organizing the material into categories and themes, 
however, the process became more abstract. 
Even after reading standard sources for conducting 
data analysis (Darroch & Silvers, 1982; Erikson, 1986; 
Glaser and Strauss, 1967; Lincoln & Guba, 1985; Miles & 
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Huberman, 1984; Patton. 1986). the criteria needed for 
classifying qualitative material seemed abstract and 
arbitrary. I had underestimated the difficulty of 
generating the themes. Perhaps more as a consequence of 
discussion with committee members and student colleagues 
than as a result of reading, the task of organizing the 
data into categories became easier, though certainly I 
never discovered a magic solution to the problem. The 
initial hurdle of trying to make sense of the material 
remained the most difficult task In the entire analysis. 
Return 1ng Prof I Ies to the Part Icipants 
It was important to know how the participants 
responded to the interview excerpts chosen for their 
profiles. I wanted to insure that they were comfortable 
with the material and to check that the information was not 
taken out of context or in any way distorted. 
I felt anxious, excited, and apprehensive about getting 
the responses from the participants. There were three 
levels of response to the profiles: (a) complete comfort 
with the excerpts; (b) statements added for clarification; 
and (c) failure of the participant initially to return the 
prof lie. 
Fortunately, the majority of the participants were 
comfortable with the profiles. Such comments Included, "I 
believe the profile Is an accurate reflection of my 
perspectives, beliefs, and hI story-; -The prof Ile looks 
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OK" ; Looks good"; 
"Everything fine"; 
-j . a , i c ; and "l do feel 
comfortable with the excerpts you have selected." 
I had not foreseen that participants might edit the 
profile or add material. After reading the replies. I 
decided to Include their thoughts as part of the profile 
and presented the added Information in italics. 
Only two participants wanted material taken out of the 
profile. For one, many aspects of the profile seemed out of 
context and there were numerous excerpts with which the 
participant did not feel comfortable: 
First I'd like to address your second question. I 
have trouble putting the profile in and of itself 
in context. Essentially, what Is the question 
here? What aspect of my professional life does 
this portray? It is difficult to read the profile 
without knowing the question asked, topics 
addressed, nor the direction of the discussion. 
Additionally, it seems rather disjointed and lacks 
cohesiveness. I have noted on the profile where 
specific parts appear to be disjointed. 
Second, there are several excerpts that you have 
selected that I am not comfortable with for 
several reasons. Some of this discomfort Iies with 
the loss of prIvacy/anonymity. Other discomfort 
arises because of the lack of portrayal of the 
background against which these statements were 
made or questions under discussion. 
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This participant continued by stating that she would have 
also chosen different excerpts for the profile. This point 
emphasized the difference between the Insider view of the 
participant and the outsider perspective of the researcher. 
One reason this participant may have felt as though 
the quotes In the profile were out of context and seemed 
disjointed may be related to the structure of her 
interviews. On various occasions at the beginning, during, 
and after the interviews she reiterated that she would not 
have much to say and could not envision herself talking for 
the 90 minute period. What transpired during the Interviews 
was a deviation from the essence of the phenomenological 
interviewing framework. Instead of the participant being 
able to describe her experiences, the Interview session 
resulted in a question and answer exchange. 
Returning the profiles to participants was 
worthwhile, despite some problems that emerged from the 
procedure. If more time had been available, I would have 
done a follow-up Interview with the participants about 
their profiles. Mailing the profiles felt very impersonal 
compared with the face to face interaction that had been so 
meaningful during the interview process. 
Phenomenological IntervIewing 
Phenomenological interviewing Is an effective method of 
describing the experiences of physical education teacher 
educators. For understanding the professional lives of the 
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participants, this technique provides a much different 
perspective than would a questionnaire or observations. 
By using the participants' own words In the form of 
profiles and illustrative quotes representing themes, the 
power of the material Is enhanced. Readers may be able to 
more directly connect their own lives to the experiences 
described by the participants. 
No other research method provides such an opportunity 
for participants seriously to contemplate their lives and 
share what they discover. At times. It was emotionally 
trying for the participants to express their thoughts. I 
believe that given the depth of emotion I observed with 
many participants their personal accounts are honest and 
candid perceptions of their lives. 
As each Interview is structured around one open-ended 
question, the outcomes are dependent upon the Interaction 
between participant and interviewer. When transcribing the 
tapes. It became apparent that there were times when I 
could have gained greater Insight into an issue by asking 
for more specific detail and description from the 
participant. Despite the frustration of such hindsight, I 
find no reason to question the initial decision not to 
employ a different form of research. The richly diverse 
information provided by the participants in the 
phenomenological Interviews far outweighs anything that may 
have been lost as a consequence of my personal limitations 
In the role of interviewer. 
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After doing 45 Interviews, I did begin to question 
the underlying assumption of the Interview sequence. It 
became progressively apparent that "meaning making" did not 
Just materialize In the final Interview. During all three 
conversations, participants seemed to connect their 
experiences with the broader meaning of their professional 
lives. Instead of serving primarily as an opportunity for 
deriving meaning, the final encounter provided the 
opportunity for the participant to reflect on the previous 
Interviews and to discuss issues that they thought 
pertinent in greater depth. 
My Percept Ions of the ProfessionaI RoIe of PhysIcaI 
Education Teacher Educators 
One of the main questions that I have been thinking 
about since doing the interviews is, how much of what the 
participants said about their work and professional 
interactions is a function of the human condition and how 
much Is related specifically to the experience of being a 
physical education teacher educator? 
Not having enough time to undertake a I I the worthwhi le 
tasks of one's work seems to be a common problem in many 
professions. For example, Kanter (1977) described how 
managers believed there were too many demands made on their 
time, including the weekends. They too served on numerous 
committees and had difficulty defining which 
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characteristics determined a good manager. The Inability to 
describe specific behaviors necessary to be a -good 
manager- resulted In their being unaware of criteria they 
needed to meet for promotion. Despite many complaints about 
the contextual details of the Job, Kanter reported that 
many managers labored so hard because "The organization 
piles on the tasks; others do It to get ahead; still others 
because they love their work" (p. 64). 
Many of these observations about managers likewise 
describe how some teacher educators in this study viewed 
their use of time, the pursuit of tenure, and their 
perceived lack of control over their work. For physical 
education teacher educators, unlike corporate managers, 
there are few monetary gains to compensate for the hectic 
schedule. These faculty members persevere in spite of low 
salaries. They continue to endure the situation because 
they enjoy what they do. 
A factor that seems peculiar to the role of physical 
education teacher educator is the participants' perception 
that their profession occupies a low position in the 
occupational status hierarchy. This is evident in their 
reference to both academic and personal encounters. 
Although many participants expressed resolution about their 
Inner conflicts regarding their professional worth, it 
seems reasonable to wonder to what extent they have 
Internalized feelings of Inferiority and in what ways these 
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may be transmitted to their students as prospective 
physical education teachers. 
Final Thoughts 
A foundation of qualitative research—seeking to 
understand the perspective of the participant—places some 
Important constraints on the interpretations of the 
researcher. There Is a tension in bringing the 
dissertation to some formal closure without formulating 
traditional conclusions, implications, and recommendations 
from the study. 
It continues to seem important for the voices of the 
participants to occupy the "center stage" and to speak for 
themselves. Each reader has to determine what those voices 
say about the work of being a teacher educator in a 
department of physical education. 
It seems unreasonable, however, to finish this study 
without sharing my own reactions to the stories that have 
unfolded in this dissertation. There were four responses 
which I found both powerful and valuable as I reflected on 
my understanding of the lives of physical education teacher 
educators. 
First, the uncomfortable graft of professional training 
in education onto the traditional university base of arts 
and sciences still persists. This was evident In the way 
many participants described their Interaction with faculty 
and administrators outside their department. Education Is 
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the -unwelcome relation- on many campuses of higher 
educatI on. 
Second, It Is impossible to avoid concern over the 
degree to which participants believed arbitrary and 
capricious decisions made by university and college 
administrators had undercut the very fabric of their 
professional lives. Such decisions as reducing the amount 
of time allocated for teacher educators to work in the 
schools, not replacing faculty positions, and changing 
institutional priorities have stifled the careers of some 
participants. Having the "rules of the game" redefined In 
mid-career has left some faculty members feeling frustrated 
and professionally devalued. On the other hand, teacher 
educators must begin to realize that not all problems they 
encounter in their work can be blamed on the 
administration. In many ways people contribute to creating 
their own problems and must look at active ways to solve 
them. 
In terms of my own career, the desire to work with 
preservice teachers Is as great as ever. It is unsettling, 
to realize that the expectations I must meet lie to some 
extent in the hands of administrators who are distant from 
the work of teacher education. Given my own background in 
staff development which has Involved empowering teachers to 
work on their own self defined problems, I feel more 
prepared to Identify and work toward resolving issues in my 
future career. 
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Such apprehension notwithstanding, | still can see 
myself In the role of a physical education teacher educator 
who has a commitment to research and scholarship. That Is 
because asking and answering questions about teaching and 
teacher education seem a natural part of what I do. A 
teacher education position In which Institutional 
expectations are congruent with my own would make me feel 
content In my work. In contrast, the people who seemed to 
be most unhappy about their work were those participants 
who felt that there was a fundamental conflict between 
their own professional priorities and institutional 
expectations for scholarship and research. 
Third, there was an enormous sense that participants 
did not feel in control of their work, partially because 
their work can involve operating In two different settings. 
I naively assumed that once one obtained a "real job," 
having more control over one's life would follow. Clearly 
this is not the case. So many critical elements of daily 
work, whether It be placement of student teachers or 
allocation of release time for research, rests in the hands 
of administrators. It seems difficult to feel effective In 
meeting the Job requirements related to work in both the 
university or col lege and the pub IIc schools. 
Fourth, and finally, a fact that concerns me greatly is 
the clear evidence that institutions of higher education 
can become. for some Inhabitants, socially destructive 
places. Very few partIcIpants expressed any fee I Ing that 
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they worked In environments where they received collegial 
support and respect for their work. More typically, 
institutions of higher education seemed to be places of 
alienation and enormous Isolation. Even where participants 
believed they had a potentially supportive environment, 
finding time to meet with colleagues to discuss mutual 
interests or shared concerns was made difficult or 
impossible because of the overwhelming press of dally work 
and professional commitments. In situations where there Is 
only one teacher educator, they must be willing to forge 
alliances with other members of the physical education 
department or teacher educators in different subject areas 
across campus, who may become real supporters of their 
efforts. 
Creating a mutually supportive, collegial environment 
Is a Joint responsibility of both teacher educators and 
administrators. Teacher educators must be willing to work 
with administrators and communicate their concerns and 
issues regularly. Teacher educators have to decide among 
themselves what problems are most Important to address. 
They must agree upon appropriate and reasonable strategies 
which will be effective over the long haul in helping to 
solve their own problems. Such strategies must also seem 
reasonable in terms of time investment, given their present 
distribution of professional tasks. 
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At best, the voices of the participants In this study 
warn of the need to treat social milieu as equal to the 
Importance of salary and work assignment when considering 
employment in any SCDE. At worst, they warn that It Is the 
exceptional teacher educator who finds a place that will 
encourage the best they can become. By sharing their own 
views of the constitutive parts of their dally professional 
lives, the words of these participants go beyond the 
boundaries of physical education teacher education to give 
voice to perspectives which may represent more widely 
shared experiences of many faculty members in Institutions 
of higher education. 
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APPENDIX A 
Biographical Account 
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BIOGRAPHICAL ACCOUNT 
"Don't let what happened to your father and me happen 
to you. If we had careers we wouldn't be In the mess we're 
In now." My mother frequently reminded me that It was 
Important to do we I I In school and to really persevere with 
whatever I undertook. Both she and my father left school 
at the age of 15 with no academic qualifications. 
My father's family was wealthy, so he entered the family 
business. When my father went bankrupt, my mother was 
expecting her fourth child. She struggled to keep me and my 
two younger brothers together because the "welfare people" 
had suggested that we go into foster homes as my father was 
destitute. 
I loved school. I started to school at the age of four 
and learned from a very young age that it was so Important 
to dress "smartly" in my school uniform. Grandpa used to 
spend hours teaching us how to polish and shine our shoes. 
Dressing appropriately was an important factor throughout 
my education. There were both direct and indirect messages 
from teachers and lecturers that dressing inappropriately 
was Indicative of slovenliness, professional indifference, 
and Incompetence. 
It was the headmaster of our small village primary 
school who suggested to my parents that I should become a 
■P.E. teacher.- I was ten at the time, and I can remember 
my mother telling me how Mr. Robinson thought It was an 
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appropriate career for me to consider. I really enjoyed 
physical activity and was often successful. I could hit the 
ball farther than the boys In Danish rounders, and 
presented a challenge for them In cricket. Apparently, as I 
was as good as the boys, Mr. Robinson thought that was the 
primary reason why I should become a physical education 
teacher. 
I had very little career guidance about where to apply 
to go to college. I decided to go to a "wing" college 
rather than a "specialist" physical education college. By 
going to a wing college I could get my certification in 
two majors. I majored In both physical education and 
geography. It was often stressed to us that when we became 
"too old" to teach physical education we should have 
another subject to "fall back on." By doing a double major 
I also had the opportunity to stay on for a fourth year to 
do a Bachelor of Education, after I had completed the 
Certificate in Education. 
I went to a college in Wales for two reasons. First, I 
could pursue the courses in which I was interested. Second, 
the college was by the sea, which for some reason was a 
factor 1 seemed to consider when looking at the location of 
an InstI tut I on. 
My grandmother was not very pleased that I was going so 
far away. One hundred and fifty miles was like going to the 
other end of the earth In Britain. She had 
been very 
protect Ive of my mother as she was an only 
chlid. My 
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grandmother never expressed her feelings tome. Both she 
and my grandfather were always so proud of my 
accomplishments. They really spoiled all four of us and 
would never say anything harsh that might hurt any of us. I 
heard many years later, however, that Grandma had said to 
my mother, "If she was my daughter It would be Leicester, 
Loughborough, or nowhere." These Institutions were both 
within a six mile radius of home. 
There were only two of us who were English in a class 
of 36 physical education majors, which also Included a 
woman from Scotland and a woman from Ireland. I became 
aware for the first time in my life how the English were 
perceived by the Welsh, Scottish, and Irish as being very 
oppress Ive. 
Glamorgan College of Education was an Institution which 
was solely responsible for preparing teachers. The physical 
education major, however, was for women only. I never 
questioned the gender segregation In physical education, 
which still exists in most British Junior high and high 
school programs. 1 Just accepted that boys played rugby, 
soccer, and cricket, while girls did hockey, netball, 
rounders, dance, and gymnastics. Gender segregation, 
however, is certainly an Issue I have had to consider since 
coming to America. 
I remember one of my Education lecturers telling us, 
"We cannot teach you how to teach." In the early ’70s there 
seemed to be no research to help us to learn specific 
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teaching skills. Our physical education classes were very 
practically oriented and Included three years of Intensive 
participation in all aspects of swimming. games. outdoor 
pursuits. modern educational dance and gymnastics. All the 
components of the curriculum, however, were taught from a 
theoretical perspective based on Laban's principles of 
movement. 
It seemed that if we were given a sound foundation in 
the knowledge of our subject matter, teaching would become 
second nature. We went out on three practlca during the 
three years of study. On my first teaching practice, which 
took place in the third term of my first year, managerial 
issues in the classroom and gymnasium seemed my major 
concern. This was evident in my reflections after my 
initial lessons. My first experience of teaching a class 
was a geography lesson with Form IT (Grade 5). In my 
Teaching Practice Journal I wrote: "My first reaction was 
that of dejection and failure after the lesson. I did not 
control the class adequately enough. I seemed to spend most 
of my time telling [the students] to keep quiet. The 
teacher stayed In for part of the lesson and reassured me 
by saying that at least I completed the material I wanted 
to [cover]. Unfortunately, it was not much of a comfort, 
as they looked bored and disinterested." 
After my first physical education class, which was 
modern educational gymnastics with Form 3HY (Grade 8), I 
wrote: "When the warmup had finished, the girls were out of 
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breath. I realized that they wanted a rest, but I was not 
sure how to give them a break and so I continued (with the 
lesson)." it seems that I was unable to anticipate and deal 
with problems that occurred In the course of the lesson. I 
did work out a solution, however, to provide the next 
class, 3LC, with a break to recover from the warmup. During 
my undergraduate program, the skills of teaching were 
learned through experience—by encountering and overcoming 
problems that occurred during the course of a lesson. 
Research was an important emphasis during my 
undergraduate years. We had to do a thesis in both our 
majors for our Certificate in Education. If we went on to 
do a Bachelor of Education degree, we had to undertake 
another thesis. 
There was a profound shortage of teaching jobs toward 
the end of the 1970s in Britain. For the first time since 
the age of ten I had to consider an alternative career In 
the event of not being able to secure a teaching position. 
I thought about going into the Royal Air Force or perhaps 
teaching In a developing country with the organization 
Voluntary Service Overseas, which is the British equivalent 
to the Peace Corps. 
I was lucky enough, however, to get a job in a small 
rural secondary school and was in charge of girls* physical 
education. The boys* physical education teacher was the 
overall head of department and had been at the school for 
17 years. He was very supportive. During "wet days" and 
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I was 
after school clubs we worked very closely together, 
the youngest staff member and the headmaster and staff were 
also very supportive. They made me feel comfortable In the 
informal environment of the staff room. and the headmaster 
seemed to take me under his wing. We had regular meetings 
where he went through my lesson plans and we often sat and 
talked about my feelings concerning my Job. It was a very 
relaxed and unIntimIdatIng atmosphere. 
I also was expected to attend monthly meetings with 
new teachers In the Local Education Authority. Again, we 
would discuss our experiences and it was comforting to have 
the moral support of the other new, young teachers. 
After eighteen months In my first position I became 
quite restless and had the desire to try a new challenge. I 
explained to my headmaster that wanting to move on was not 
reflective of me feeling dissatisfied with the staff or 
students. I loved my teaching position but for some reason 
was ready for something different. I could not have asked 
for a more supportive beginning to my teaching career than 
being at Gartree School and I hoped the headmaster 
understood how grateful I felt. 
The headmaster did not real ly understand my 
restlessness; I don't think I really did myself. When I 
told him I was thinking of going to Africa, he was very 
concerned; so too was my family. My great aunt was the only 
person who actually expressed her exasperation at the fact 
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that I was fortunate to get a teaching Job In the first 
place, and here I was giving It up after Just two years. 
I represented what my great aunt always wanted to do 
and that was to be a teacher. She was never allowed the 
opportunity because she had to look after my great 
grandparents. I think she had visions of wanting me to be 
the youngest headmistress ever, and when I told her about 
leaving my job she reeled off a string of responses such as 
"You haven't seen the whole of Britain yet, so why go to 
another country? You can't go through your whole life 
changing Jobs every two years. What about your pension?" As 
much as I loved and respected my great aunt, I knew this 
was something I had to do. 
So when I was accepted to teach in Nigeria I was 
thrilled. My family were pleased to the extent that 
whatever decision I made they would be supportive. Even if 
deep down they would rather I stayed at home, my mother and 
father never tried to talk me out of doing something that I 
wanted to pursue. Every time I left home, though, to return 
to my position In Nigeria, Canada, or the USA, It broke my 
heart to have to say goodbye to my great aunt and 
grandmother. They were such important people i n my life and 
one day I knew my goodbye would be forever. In March 1986 
and June 1987 the days that I had been dreading happened. 
Although I thought I had been hired to teach physical 
education In Nigeria, when I arrived I ended up teaching 
English during my first year. The logic was that because I 
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am British and a teacher, I could teach Engllsh—whIch did 
not make much sense to me at the time. Neither did teaching 
Shakespeare's "Macbeth" to Nigerian students really make 
any sense. 
After my year of teaching English I wanted to get back 
to my own subject area. I asked to be transferred to the 
Advanced Teachers' College which had a Department of Health 
and Physical Education. 
1 had great notions about preparing women physical 
education teachers, but due to cultural environment most of 
my students were men. During my second year at the 
institution I became head of the department because the 
Nigerian lecturer went to America to get his doctorate. The 
male students were initially concerned that with me being a 
woman we might not get the equipment and finances to run 
the program. As time passed, though, they realized their 
primary concerns were not going to be a problem. In the 
course of my three years at the institution the students 
and I all began to grow more comfortable with the 
differences among us. 
There were various aspects that I had to teach which 
made me reflect on my own ethnocentrIcIty. I had to teach 
sex education to Moslem men and real I zed I had to change 
my frame of reference and definitions when talking to men 
who had more than one wife at home. 
I also had to teach courses such as gymnastics which 
had to be covered in the curriculum, even though we did not 
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have any apparatus. I did not really question the 
applicability of what I was doing. There was the underlying 
assumption that this Is what I had to do so therefore It 
must be appropriate. 
As the college was solely responsible for preparing 
teachers, al I lecturers were involved in supervising 
student teachers. Borno State is the biggest state In 
Nigeria. When we went out on supervision we would be away 
for a week at a time and travelled about 500 miles. 
Consequently, I supervised all the students in a particular 
school that I was visiting. This meant I observed students 
teaching a variety of subjects including Islamic Studies 
and Hausa (one of main languages of Nigeria). We had no 
specific training in how to supervise. There was the 
implicit assumption that because all the lecturers were 
teachers, we knew how to supervise. We were given a list of 
criteria concerning the students' preparation, 
presentation, and appearance that had to be checked off — 
that was the extent of our supervision. 
After working for four years in Nigeria, I decided that 
I needed to do my Master's as a means for catching up with 
progress in the field of physical education. While I was in 
Nigeria I met a number of people from British Columbia. I 
went to visit friends in British Columbia the year before I 
was due to finish my contract in Nigeria. So I decided I 
would apply to the three main universities in this Province 
and I was fortunate to be awarded a graduate fellowship 
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from the University of Victoria. This was very fortuitous 
because the money I anticipated I would receive from 
Nigeria to pursue my studies did not arrive until after my 
first year In Canada. 
I had ideas about going Into sports administration, but 
after pursuing a course In administration. I realized that 
was not for me. I began to get Interested In the recent 
research on effective teaching. For the first time In my 
career, here was information that could help people learn 
how to teach. I also became interested in learning how to 
supervise student teachers effectively. For my Master's 
thesis I decided to work with two students and help them 
acquire effective teaching skills. 
Toward the end of my Master's degree I wondered what I 
was going to do. I felt that I wanted to work in a western 
institution preparing teachers of physical education, but 
this would mean going on to do a doctorate. I never dreamed 
I was capable of achieving such a goal, but thanks to the 
support and encouragement of John Jackson and Mary 
O'Sullivan I decided to continue in teacher preparation. 
It was a difficult decision for me to make between 
going to the University of Massachusetts and Ohio State, as 
both departments are well known for their doctoral 
programs. After a lot of deliberation I eventually decided 
to go to the University of Massachusetts primarily because 
of the small number of graduate students in a department 
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with a reputation of having a number of high caliber 
graduate faculty. 
At first, I found It very difficult to settle In the 
USA for two main reasons. First, I did not recall physical 
education being held In such low esteem in Britain as It 
seems to be In the USA. I never felt that I had to 
constantly Justify my credibility. After recently reading a 
British journal of physical education about the problems in 
teaching physical education, however, I realize I am 
probably romanticizing about the perception of physical 
education "back home," as I have been out of the country 
for nine years. 
Second, I was surprised to hear of the lesbian label 
attached to female physical educators in the USA. In 
Europe, the stereotype of the female physical educator is 
the complete reverse—physical education women are 
considered to be the ones who are "out for a good time with 
men." I found It strange that the labels for each continent 
are opposite, and I often wonder how such stereotypes 
originated In each culture. 
I felt very naive about homosexuality issues, and did 
not know how to articulate my thoughts, fears, and feelings 
when I talked with others whom I knew or assumed were 
leading alternative lifestyles. I had never been In such an 
open environment, and It took a year before I felt 
comfortable enough to broach the subject. 
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Talking with various people and teaching a course In 
the department entitled ’Equity have helped me to reflect 
on my own homophobia. The course Is designed to make the 
preservice teachers reflect on their own values on racism, 
sexism, and motor elitism and how their attitudes and 
beliefs Influence them as teachers. 
In my first year I team taught the subject with another 
©xper i enced graduate student. The f o I 1 ow I ng year l 
taught the course by myself. I wanted to address the issue 
of homophobia more directly with my students. The Issue 
was raised the previous year with regard to the stereotypic 
labels that are applied to female physical educators, but 
we did not deal with the issue in any depth. After talking 
with various people who were living alternative life styles 
I felt it was important to show how I am dealing with my 
own homophobia to try to dispel some of the cruel 
homosexual myths that exist in society. I also did not 
want my students to experience the same degree of naivete 
that I felt, and I wanted them to really wrestle with 
their own values and attitudes about these issues. Each 
time I taught this course I found out something more about 
myself and learned something more from my students. 
These last three years have been a time of 
consciousness raising in a number of different areas for me 
through my teaching, my coursework, and my interaction with 
friends and colleagues. I have really had to reflect on my 
own racism, sexism, and homophobia. My own greater 
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awareness of the 
continue working 
when I assume the 
various "Isms" Is something I want to 
on and sharing with my future students 
fulltime role of a teacher educator. 
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PARTICIPANT INFORMATION 
Pseudonym G/E/1/S 
R1 chard Williams M B U L 
Jane Thompson F A C L 
Sarah MorrIs F D C S 
Steven Foulds M D U S 
Ian Green M D U S 
Kathryn Fields F D U S 
He 1en AstI 1 F D U S 
Carol Raymond FCCS 
Greg Evans M B U L 
Yvonne Jones F D U L 
Harry Emery M B U L 
Brian Duggan M D U L 
Ruth Palmer F D C S 
Janet Say 1es FCCS 
Tony Oaks M C C S 
Key 
G Gender: M = male 
F = female 
E ExperIence: A = 1 to 5 (years) 
(not including B = 6 to 10 
time 1n C = 11 to 15 
doctora1 D = 15 + 
program) 
1 1nstI tut I on: U = university 
C = col lege 
s Size of 
1nstI tut I on: S = smal1 — less than 
L = large—10,000 pli 
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WRITTEN CONSENT FORM 
The Use of Phenomenological In-depth Interviewing 
as a Means to Understand the Work of 
Physical Education Teacher Educators 
1 • 1 » Kay Williamson, am a graduate student In the 
Department of Professional Preparation, University of 
Massachusetts in Amherst, Massachusetts. I am interested in 
doing research based on in—depth interviews with physical 
education teacher educators, primarily in the New England 
area. 
II. You are being asked to participate in this study. 
1 will conduct three 90 minute in-depth interviews with 
you. The first interview will focus on your life up to your 
present faculty position. The second interview will center 
on what it is like to work as a physical education teacher 
educator. The final interview will explore what it means to 
you to work as a physical education teacher educator. 
While these questions will provide the structure of the 
Interview, my intent in the interviews will not be to seek 
answers to these questions, but rather to stimulate 
description through stories and recreation of your 
experience within the framework these questions establish. 
III. The interviews will be audio taped and later 
transcribed by a secretary. My goal is to analyze and 
compose the materials from your interviews (you will be one 
of approximately 15 participants) and then to use them for 
(a) my dissertation 
(b) journal articles 
(c) presentations to groups 
education 
(d) other purposes related 
educator. 
interested in teacher 
to my work as a teacher 
In all written material and oral presentations in which 
I may use materials from your interviews, 1 will use 
neither your name, names of people close to you, nor e 
name of your Institution. Transcripts will be typed with 
"nTtiaTs for ail proper names. Every effort will be made to 
protect your anonymity. 
IV. While consenting at 
these Interviews, you may at 
actual Interview process. 
this time to participate in 
any time withdraw from the 
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.. ^u''thermore, while having consented to participate In 
e n erview process and having so done, you may withdraw 
your consent to have specific excerpts from your Interviews 
used in any printed materials or oral presentations If you 
notify me within fourteen days of the final Interview. 
If you need to contact me at any time, please call the 
University during the day, telephone # (413) 545-2323. 
1f 1 am no* available then please leave a message with 
the secretary so that I can return your call. 
V- ,n signing this form you are agreeing to the use 
of materials from your interviews as indicated in III. If 
I wanted to use the materials from your Interviews In any 
ways not consistent with what Is stated In III, I would 
contact you to get your additional consent. 
VI. In signing this form, you are also assuring me 
that you will make no financial claims for the use of the 
material in your interviews. 
At your request I will supply you with audiotape copies of 
your Interviews. 
I . __ 
read the above statement and agree to be Interviewed 
the conditions stated above. 
have 
under 
Signature of participant 
Date 
IntervI ewer 
APPENDIX D 
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INTERVIEW SCHEDULE 
Pseudonym Interview 
Number 
1nterv1ew 
Date 
1. RI chard Williams 1 6/14/87 
2 6/16/87 
3 6/18/87 
2. Jane Thompson 1 7/06/87 
2 7/06/87 
3 7/07/87 
3. Sarah Morris 1 7/27/87 
2 7/27/87 
3 7/28/87 
4. Steven Foulds 1 7/15/87 
2 7/22/87 
3 7/23/87 
5. Ian Green 1 7/22/87 
2 7/23/87 
3 7/24/87 
6. Kathryn Fields 1 7/23/87 
2 7/24/87 
3 7/30/87 
7. Helen AstI 1 1 
7/23/87 
2 7/24/87 
3 7/29/87 
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8. Carol Raymond 1 
2 
3 
7/22/87 
7/29/87 
7/30/87 
9. Greg Evans 1 
2 
3 
8/25/87 
8/25/87 
8/25/87 
10. Yvonne Jones 1 
2 
3 
9/11/87 
9/18/87 
9/25/87 
11. Harry Emery 1 
2 
3 
9/11/87 
9/18/87 
9/15/87 
12. Brian Duggan 1 
2 
3 
9/04/87 
9/09/87 
9/14/87 
13. Ruth Palmer 1 
2 
3 
9/21/87 
9/28/87 
10/02/87 
14. Janet Say Ies 1 
2 
3 
9/21/87 
9/28/87 
10/02/87 
15. Tony Oaks 1 
2 
3 
9/21/87 
9/28/87 
10/02/87 
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LETTER FOR REVIEW OF PROFILES BY 
INDEPENDENT READERS 
Dear : 
Could you please read the attached profile and think about 
the following questions: 
1. What sense do you get of this person and how they feel 
about their work? 
2. Were there parts of the profiles that did not strike 
you as compelling? 
3. What was your response to the length of the profile? 
4. Do you have any further comments? 
Please feel free to write on the text. Thank you for 
taking the time to read and react to the profile. 
Kay 
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COVER LETTER FOR RETURNING PROFILES 
TO PARTICIPANTS 
Dear : 
" am nearing the end of the Interview process with several 
teacher educators In physical education. As I explained to 
you during our series of interviews, part of my study 
involves receiving feedback from you regarding the enclosed 
profile. A profile is an attempt to capture selected 
aspects of your experiences as you talked about them In the 
interviews. Please bear in mind that this profile Is not 
meant to be a picture of you In totality, but Just to 
i I lustrate some parts of your experience as a physical 
education teacher educator. I constructed the profile 
using your own words from the interviews. Please read 
through the prof!le and think about the following 
questions: 
1. Do you feel comfortable with the interview excerpts that 
I have selected for your profile? 
2. Does any part of the profile appear to be distorted 
because you be I I eve it was taken out of context? 
3. Do you have any further comments? 
Please indicate with an arrow in the margin of the profile 
wherever you have a response to any of the above questions. 
I would appreciate you using the separate sheet of paper 
for any specific comments. 
Due to the time constraints I am working under, I would 
appreciate you returning the profile and comment sheet in 
the stamped, self addressed envelope within two weeks. On 
the response sheet please indicate if you would I ike a 
final copy of your profile. 
Thank you for the time and effort you have given to 
participating In this study. I really enjoyed the process 
of meeting and interviewing so many cooperative and 
congenial professional colleagues. 
SIncereIy, 
Kay Williamson 
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I would like a copy of the profile: YES NO 
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